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INTRODUCTION

The studies reported in this volume originated in a proposal for research

in oracy developed by a sub-committee of the National Committee on English
Teaching {NCET), and accepted by the Committee at its meeting on January 30,
1976 as an area of high priority for research and curriculum development in
the field of English teaching. Schools have an important task in developing
the reading and writing skills of their students, but students also need to
develop the skills of communicating their thoughts in speech and of under-
standing spoken communication. In view of the limited amount of information
available about the development of the oracy skills of speaking and listening
in Australian schools, it seemed important to make a study of what was
actually being done in primary and secondary schools towards the development

of these skills and to assess the level of student performance in the skills.

At the time that this proposal was being drafted, the ACER was under-
taking a study of the reading, writing and numeration of Australian students
at the request of the House of Representatives Committee on Specific Learning
Difficulties; this study became known as the Australian Studies in School
Performance. The possibility of including oral language skills in this study
was considered, but the idea was not pursued because of the time constraints
imposed upon the reading, writing and numeration project, and the additional

difficulties which would have been involved in making assessments irn speaking

and listening.

A four-phase study was envisaged in the NCET proposal, as follows:

1 The identification of oracy skills, involving a survey of relevant
literature, an examination of primary and secondary school syllabusas
in Australia and elsewhere, and a survey of opinions of selected

professional and lay groups;

N~

a survey of oracy teaching in the upper years of the primary school

and the lower years of the secondary school;

3 a survey of levels of performance in oracy among students aged 10
and 14;
4 the development of specifications for curriculum materials in the

area of oracy.



The NCET proposal wias forwarded to the Education Research and Develop-
ment Committee (ERDC) with an indication of its support for the study as
one of high priority for research in English teaching. In June 1976, the
ERDC convened a meeting to 2iscuss the oracy project, which included
representatives of NCET ani the Curriculum Development Centre, and sub-
sequently accepted a recomnendation from this meeting that a grant be made
to Dr M.L. Clark and Dr D.F. Davis to commence the first stage of the study,
involving a survey of the literature in the field and the collection and
analysis of the various syllabuses of spoken communication in use in
Australia and some overseas countries. This stage was completed in December

1976 when a report under the title of Oracy: Breakdown or Breakthrough?

was submitted to ERDC. The substance of this report is included in the two

chapters in Section A of this volume.

At a further meeting in December 1976, the ERDC requested the ACER to
undertake during 1977 a study of the objectives and practices of oracy in
schools and of the feasibility of assessing speaking and iistening skills.
At this time an Advisory Committee was set up to help guide the oracy study
and the same Committee has continued on unchanged throughout. The names of

the Committee members are listed below:

Professor D. Spearritt - University of Sydney (Chairman)

Dr M.L. Clark - Churchlands CAE

Dr D.F. Davis - Monash University

Dr J.P. Keeves - Director, ACER

Mr D. Novick - Education Department, South Australia
Mrs A. Wootten - Methodist Ladies College, Hawthorn.

This study sct up a framework for considering listening and speaking
skills, sought information on school practices and needs in the area and
obtained teacher opinion of the importance of a wide range of specific
listening and speaking abilities. The results of the survey of teacher
opinion and practice and the framework used in developing a model for the
assessment of speaking and listening afc described in Section B of this

volume.

Following this frasibility study, a project on the assessment of oracy,
including a survey of the performance of students aged 10 and 14, was
prepared by the ACER. The ERDC and the ACER jointly agreed to fund this
assessment program, which was commenced in 1978. The specific aims of this

study were:



1 to design assessments in the areas of listening and speaking

suitable for use with 10-year-old and l4-yesar-old students;

8]

to estimate the proportions of Australian students who had
achieved an adequate level of performanée on the listening and

speaking tasks identified as important; and

[
3 to identify some of the school, family and personal character-

istics which were related to student performance in listening

and speaking.

The listening and speaking tasks that had been identified as important
for students were used to develop items that were written, field tested
and refined in the first seven months of 1978. The items were then used to
test national samples of l0-year-old and l4-year-old students in October

1978 on a wide range of listening and speaking tasks. The results of these
'tests were scored, checked, collated and analysed during 1979 and are

reported in Section C of this volume.

As already stated, both the ERDC and the ACER contributed to the
funding of the oracy study. A table showing costs in the major areas of
expenditure for the project is shown in Appendix Ten It will be noted
that the total cost of the study amounted to $109,88] which was shared by
¢he two organisations with the ERDC contributing $59 000 and the ACER
supporting the study to the extent of $50,881. The cost of the assessment
study per student tested amounted to $42.23.

Follnowing the publication of this report, it 1s hoped that further
debate will ensue concerning the types of assessment:; made and the student
performances that were identified and reported. The debate should assist
in bringing the development of oracy in schools into greater prominence
when language curricula are planned and discussed. T'he discussion should
also help to provide guidelines for any future work concerned with oral
language assessment and curriculum development in oral language, an aspect
of the oracy project which had been regarded as an important one in the
original NCET proposal. Plans exist to provide a range of listening and
speaking diagnostic tests to schools in order that they could undertake
their own assessments and plan appropriate remedial measures. Although the
oracy research project as such has now been completed, it is expected that
it will provide a stimulus to further work in both curriculum development

and assessment in oral language.
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SECTION A

ORACY IN THEORY AND PRACTICE

BY M. L. CLARK AND D. F. DAVIS
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CHAPTER ONE
THE NATURE AND SIGNIFICANCE OF ORACY

In this chapter an overview of the concept of oracy and its relationship to
literacy is presented. It was produced at the end of 1976 and, together
with the data on Australian Curricula presented in the next chapter,
represents stage 1 of the ERDC furded study of oracy in Australian schools.
The intention of the survey provided in these two chapters was to establish
a context within which decisions affecting subsequent stages of the study
could be made.

In recent years a major focus in language teaching has been concern
for the development of personal and social adequacy and the integral

dependence of this development on the articulacy of the individual.

One of the major functions of speech is that by its means we
declare ourselves as individuals and not until we have done that
can we establish relationships between the members of a group...
These relationships are established partly by non-verbal signals
but are largely dominated by and focussed upon verbal signals;
and,we must acknowledge the power of our speech to create, and

particularly to destroy, relationships of trust and goodwill.
(Britton, 1965:22)

]

This represents a change in direction, albeit as yet ill defined, from the
earlier concern in education fgr proficiency in the skills of literacy -
reading and writing. This concern has given rise to a new term 'oracy',
advanced by Wilkinson (1965), to describe the general ability in the oral
skills of both speaking and listening. This has come 2t a time when language
specialists have found a need to evaluate current assumptions about the
nature and functions of spoken language. In addition, there has been a
growing realization that educationists have neglected 'auding' - the term
coined by Caffrey (1955) to cover:

the process of hearing, listening to, recognizing and interpreting
or comprehending spoken language.

-

The relevance of the latter facet of 'oracy' for personal and social
development has been well expressed by Barbara (1958).

the better listeners we become, the more we will live in the
present... And the more relaxed, spontaneous, alive, and
productive we become, the more effectively we will be able to
listen and the better able will we be to tap further our hidden
resources of creative energies. We can then give of ourselves
more freely in conversation, retreat less often behind empty word
systems, and so develop a sense of mutuz2l understanding and
rapport. In order that this may become a reality, we must
practice the art of listening. (Barbara, 1958:191)

v 7 :l E’




Apart from the importance of the social-emotional axis of oracy,
educational psychologists like Bruner (1966) have stressed a need for
proficiency in oral language because they regard it as a vital 'tool for
thought'. This is implicit in Barbara's definition of good listening but
much more is being claimed by psychologists and language theorists - that,
without a fluent and clearly structured oral language in the appropriate
code (Bernstein, 1965) or field, mode or style of communication context

(Halliday, 1965), children will find it extremely difficult to think
abstractly and symboulically.

Whereas the committee responsible for the Bullock (1975) report is
equivocal concerning current standards in the area of oral language,
Wilkinson (1965) is categorical in his claim that 'the spoken language of
England has been shamefully neglected'. Whatever the real facts are about
relative standards of oracy, it is clear that there has been increasing
concern about development of skills in this area at all levels of schooling.
When considered against what is known about the development of language

in young children this situation seems anomalous.

Pre-school Languare Development

For the normal child, speech develops first - usually within the aegis of
the home - and written language, if it is learned at all, is acquired by
means of the formal education process. The child hears language being

used and he experiments with increasingly complex and novel patterns of
language as he matures (Brown & Bellugi, 1964; McNeill, 1966). Ervin-Tripp
(1971) quotes data which shows that not only do children acquire a
fundamental set of linguistic rules and optional structures but they also
develop sociolinguistic rules for the use of different forms in different

situations.

To the average observer a young child seems to acquire language easily.
This need to adapt to the environment is a strongly motivating force; his
many demands which cannot be satisfied without recourse to assistance from
adults or older children also provide constant models and practice in
hearing and speaking a variety of language forms. The young child is
normally unperturbed by error and gets constant reinforcement of appropriate
language use. He has a high potential for discriminating a wide range of
auditory stimuli and constantly practises the reproduction of these.
Initially he has no well established schema tfcr ordering language, nor has

he developed logical sequencing or analytical vhought processing. As a

s 1)



consequence he is dependent on spontaneous intake and reproduction of
language patterns. The latter are constantly changing in response to the
tacit acceptance or rejection of his efforts by older siblings and the

adults with whom he has need to interact.

We have ample documentation of the ways in which the infant first
experiments with sounds by babbling and gradually evolves a linguistic
system for the sounds of his native toﬁgue which does not reach a fully
developed status until about the age of 7 or 8. The child's responses
clearly indicate that he understands words in familiar contexts before he
reproduces them. Between 1 and 2 years of age he establishes a vocabulary
largely of single words which have implicit grammatical relationships
(Menyuk, 1969; Bloom, 1970). Between the ages of 2 and S5 years, in spite
of an incomplete system of phonics and a limited vocabulary, the child
learns the major proportion of the general rules of discourse. In parallel,

and subsequently, he learns a variety of restrictions and irregularities

in the language.

Indeed any explanation of mother-tongue learning must take into
account strategies for operating at different levels of linguistic organ-
jzation. This i< undoubtedly enhanced by the common understanding which
perceptive adult ard child bring to conversations between them involving
disparate levels of linguistic competence. Appropriate patterns emerge
while conscious attention seems to be focussed on meaning. In other words
listening skill is implicit in the acquisition of new language forms, and
constant practice in the production of them is needed if the child is to
develop skill in using them as working hypotheses for enlarging his

language systems. Dialogue is essential to this development.

The initial interaction between the receptive mode of listening and
the productive mode of speaking leads to the stage where, at the age of
four, '“he child's phonolégical system closely approximates the model, and
the remaining deviations are usually corrected by the time the child enters
school' (Ervin & Miller, 1963:116). The major task of the initial years of
formal schooling, then, is generally held to be the acquisition of the

receptive mode of reading and the productive mode of writing (Johnson, 1968;
Wilkinson, 1971).

The validity of the developmental progression from the receptive to
the productive mode in both speech and writing described by Myklebust
(1954; 1960) and others is substantiated by the work of those who




demonstrate that a disturbance at any point along the language continuum -
listening, speaking, reading, writing - may lead to language disability,

the most debilitating disorders being icdentified in those children who fail
to comprehend auditory language (e.g. Johnson, 1968). This is further
supported by the work of Vandenberg (1971) who attributes the impoverishment
of the written language of deaf children to the fact that they have to be
specifically taught both 'to understand speech and to speak' - an artific-
ially acquired language system which is consequently inferior to that of a

person with normal hearing.

At School: Oracy and Literacy in Tandem

In theory then, the child comes to school with at least his oracy skills
already developed to quite a considerable degree of sophistication. The
majority of children are able to decode speech - to listen and c¢o under-
stand a fair proportion of what goes on around them - and they are also
able to encode speech to the point where they can articulate most of their
wants and make available to certain others some of their feelings and
experiences. When the child begins the task of learning to read this new
experience with the visual mode of language brings with it the need for a
re-appraisal of his language forms. At this stage of development hopefully
he comes to learn new strategies of handling language patterns as he
develops his semantic repertoire. Parhaps he may now begin more clearly
to exhibit need for particular corrective or remedial help in his semantic
development if he has only a limited knowledge and use of syntactic

structures. }

Typically the school has taken the child's oral language competence
fairly much for granted and has regarded it very much as a bridge to the

initial acquisition of the literacy skills of reading and writing.

Although there is a greater emphasis on oral language in the infant
school than at any other time of formal schooling, not all methods of
teaching reading and writing take direct cognizance of the primacy’ of
speech and of the oral language skills the child brings from the home to
the school. Hence the concern has not always been so much to build upon
the language skills children alrendy possess as to initiate them into the

language code of the schoel as quickly as possible.

The first century in Australian educartion has seen a system which, in
every respect, reinforces the notion that written language is the only

proper language of education - textbooks are written; chalk is used to
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inscribe knowledge upon a blackboard - knowledge which students are often
required to transcribe into their exercise books for future reading and
reference; students are still required to write essays describing how they
spent their last summer holidays, to discuss in writing the arguments for
and against capital punishment, to practise writing formal letters of
invitation to a party you are supposedly giving. They are given written
examinations often to prove that they have acquired something which it is
hoped they will ultimately use in the oral form - such as this question
which was taken from an actual examination paper in a teacher-training
institution in the state of Victoria:

You have just finished reading ''The 0ld Ships' with your Fourth
year class. After the closing lines:

"To see the mast burst open with a rose

And the whole deck put on its leaves again"

one pupil says, seriously, "But that's silly - I mean it
couldn't REALLY. Could it?"

Suggest a way of replying.

As Spearritt (1962) points out in this connection:

Although reading and writing are the most recently developed of
the communication skills in human societies, they seem to have
been more readily accepted as legitimate subjects of school
instruction than have the older skills of listening and speaking.
(Spearritt, 1962:1)

There is almost no sense in which the purport of Marshall McLuhan's
thesis (1962), for example, has modified the traditional book enshrinement
of high culture. In this regard one of the submissicons to the Australian
UNESCO Seminar on the Teaching of English (Davis and Hansen, 1972) pointed
out that:

Most teachers devote time within their English programmes to
study of the mass media. The depth of the study varies...
in some places it informs the whole of a syllabus, a syllabus
that may be prefaced by some such aim as '"'To teach pupils to
live with the media'; in other places it merely appears as a
brief consideration of advertising techniques or television
viewing habits... (Davis and Hansen, 1972:3)

In their current teaching practice, it seems that teachers of English still

evince a good deal of faith in the offerings of the Gutenberg Galaxy.

Yet for those students whc do not pursue a tertiary education - which
also emphasizes written rather than oral skills - writing will be a little
needed and little used means of communication. Once such students are
liberated from what are often perceived as the irrelevant expectations of

t' e teacher - even when these consist of a voguish invitation to 'do a
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piece of creative writing', speech will regain its original supremacy as a
communication mode. As Smith (1966) points out:

Talking is not only the most natural form of communication with
our fellows, it, is often the only one which will ever be used
by many children after they have left school. Most will write
an occasional letter, few will ever attempt more in the way of
written expression.(Smith, 1966:13)

Much of this is largely speculative and hence inevitably represents
an oversimplification of the educational process - but it does point to
the fact that teachers at all levels within the various institutions of
learning tend still to behave as though mastery of the written word were
the only acceptable, the only real, evidence of expressive skill:

... day in, day out, our schoolrooms re-echo to the constantly

reiterated injunction, "Don't talk!'" issued to secure a silence

in which we may hear the scratching of laborious pens filling

paper with the day's futile "English Exercise'.(Smith, 1966:13)

In fact, very little explicit attention is paid to speech in the

educational process, except in a small number of private schools where
Speech, often termed Elocution, is an optional extra subject; even here,
though, the emphasis tends to be on the proper and most advantageous use
of the vocal chords rather than the content of what is being said. As
Wilkinson (1971) has remarked - with trenchant emphasis in terms of the
British context:

... the long tradition of authoritarian teaching in education
has resulted in grave limitations on “he oracy of students.
{(Wilkinson, 1971:96)

The situation with regard to listening is very much bleaker as
listening skill,'especially at the upper primary and secondary levels,
tends to be taken almost entirely for granted. Spearritt's (1962) classical
study of the listening comprehension skill of 300 Grade 6 primary school
children is regarded as éroviding cenclusive evidence of. the existence of
a listening ability (or abilities) related to but distinct from other
verbal abilities. In fact one prcminent writer in the field, D.H. Russell,
cites these results as compelling evidence suggesting the necessity for

constructive action:

... it is high time that more curriculum specialists and teachers
of English made a serious beginning on the teaching of listening
abilities. (Russell, 1964:264)

As a result of his work on listening in a sample of Victoriarn schools

Fitzgerald (1970) argues that:



Much learning occurs in a listening situation. There are
listening skills. These skills can be improved through
training. There is considerable research evidence to support
each of these contentions. What remains is for ciassroom
teachers and Standing Committees to accept them.(Fitzgerald,
1970:28)

Of the sifuation in Australia as a whole Clark (1970) wrote:

Unfortunately, current curricula available in Australia offer
little concrete help to the teacher in providing adequate
training in listening. It is to be hoped that the upsurge in
research on listening will lead to an early increase in useful
information on this skill for the purpose of curriculum
development .{Clark, 1970:2)
Of course, apart from problems of the lack of teacher preparation in

the oracy arma, there is a comparative lack of appropriate resources in

the oracy area for use in the Australian context. Also there is a lack of

appropriate assessment tools in the area although both Spearritt (1962) and

Clark (1972, 1973) have attempted to define listening skills for assessment

purposes. There are certainly publiished tests of listening comprehension

but, apart from the ACER's NSW Basic Skilis Listening Test L (1964), which is
suitable only as a basal level test for use in Grades 3 to 6, there is no
listening test suitably normed for presentation to a wide range of

Australian subjects.

A similar model for testing is employed in the New Zealand Progressive
Achievement Tests in Listening (1971) which also cover much the same grade
levels, but extend into the lower secondary school levei. Both the available
American tests for use at the post primary level (STEP, 1957 Listening Levels

1, 2, and 3, and the Brown-Carlsen Listening Test, 1953) and the more recently

published - xinson, Stratta and Dudley (1976) Schools Council Oracy Project
Listening Comprehension Tests, both at the primary level (Battery A), junior
sccondary (Battery B) and senior secondary level (Battery C), present cultural
difficulties for an Australian population. Moreover, it is arguable whether
any of these, apart from those developed for the Schcols Council, sample an
appropriate range of listening tasks since they are essentially reading
comprehension tests involving formal written expression modes presented orally.
The Wilkinson et al tests are significantly closer to the mark in theory but
the Teality proves tu translate from the theory less than satisfactorily at

present.

In addition, there has been very little overt concern with the assess-
ment of oral language products partly because so very few attempts have been

made to assess oral language skills in any systematic global way, and partly
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because of an inherent bgl;ef that such attempts are impossible anyway.
Klthough oral examining has been prescriptive in foreign language courses
in French, Italian, Indonesian, Russian and German, it has traditionally
not been regarded as feasible to do so in English. As Skull and Wilkinson
(1969) have pointed out:

There is little experience at all in the evaluation of speaking
ancd listening; and the standards by which they are to be judged
cannot be those derived directly from reading and writing...
The few oral compositicn scales that have been constructed come
from the United States - Hosic (1925), Beverley (1925),

Harring (1928) ... [but] their methods of nhtaining data were
unreliable and inaccurate... Betts (1931} ... showed that a
longhand writer could record only 32 per ceant of the total words
spoken with 85 per cent accuracy, and that a stenographer could
record only 59 per cent wi:!: 83 per cent accuracy, (Skull and
Wilkinson, 1969:272)

The notion that this early work was to some extent vitiated by the
lack of appropriate recording devices is especially noteworthy as it
indicates that all the oral language samples were., as a consequence,
truncated t-anscripts which had, perforce to be assessed essentially as
Written English. HMore recent work such as that of Wilkinson (1965},
Hitchman (1964; 1966a; 1966b} and Burniston (1968) has used tape rccorders,
but dissatisfaction has been expressed because even this record of the
spoken word necessarily excludes many of the concomitants of spoken
language - for example, facial expression and gesture. The classic case
of trying to describe a spiral staircase without using any gestures or
movements exemplifies this difficulty. Yet as Robinson (1972) points out
in this connection, 'if roles can be exchanged satisfactorily on telephone
links, visual cues are not a necessary condition [for achieving

communication]’ (Robinson, 1972:147).

Although it has now become recognized that it is at least as important
to assess a student's oral production as it is to assess his written

production (see the UNESCO publication The Teaching of English, 1973:67-156)

there has been almost no attempt to devise means by which this might be put
into practice in Australia. There has, however, been some expecrimentation
with the examining of oral production in England, notably as a result of the

efforts of Wilkinson (1965) and Hitchman (1966a).

Skull and Wilkinson {(1969) have attempted the construction of what
they termed an 'oral composition quality scale' for the 15-16+ age level.
They appeat to have used multiple general impression marking to select from

39 tape-recorded talks 10 talks which seemed to represent th widest
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spread of ability and all the grades A to E. Ratings orf these talks by two
groups of markers using two different methods produce forty independent
assessments for each talk. From the grand means of these assessments a
rank order for the ten compositions was derived and this forms the oral

composition quality scale.

Skull and Wilkinson conclude that :

this scale could ke used by teachers to estimate their pupils'’
oral composition of this particular kind. They could do this by
comparing a pupil's oral production with the samples on the scale
and then assigning the scale-value of the sample that most nearly
equals their pupil's oral production.(Skull and Wilkinson,
1969:276)
Although the production ot this scale gives rise to some interesting
possibilities, it is our view t -  this kind of prediction about future uses
of the scale would need to res - - greater numbers of subjects and a wider

range of language samples.

It is clear from this brief review of the literature in the area of
methods by which oracy skills may be assessed that there are significant
gaps in our present knowledge. The paucity of work on the measurement of
the quality of oratl pfoductions and the difficulties of sampling an adequate

range of speaking and listening situations are but two of these.

The Development of Oracy: K-12

As intimated in the previous section oracy and literacy operate in tandem

in theory only. Literacy skills have traditionally held sway in schools

and, in an educational and social climate where the efficacy of the teaching/
learning in these areas is being questioned, this is still so today. The
attempts of educational theorists to make explicit the links between language
and experience, to stress the need to work with language, in use, and in
context have served to broaden the scope of the reading and writing activities
considered appropriate to the English classroom but they have scarcely yet

had much impact on the areas of listening and speaking.

While there is explicit cognizance taken of the child's oral language
development in the early years of the primary school, as has been indicated,
this 1is largély as a means to the end of literacy. Children in schools are
expected to listen to the teacher, to obey his/her instructions and, when
confronted by conflicting listening options {e.g., the teacher and the child
in the next desk) to make the educatiocnally convergent but not necessarily

most intriguing choice of the teacher.




Expectations regarding the speech of children in schools are much more
limited In most instances children may expect not to initiate communicative
encounters. If they do so with their peers, many teachers will assume that
they are not attending, that they are being irrelevant or potentially
insurgent. If they do so with the teacher the chances are that this will be

evidence of inattentive listening at some previous stage of the lesson.

Even when the communication is initiated by the teacher there is at
least a fifty-fifty chance that he will already know the answer to the
question that he is asking or, maybe, even be setting up the game which
school chiidren instinctively recognize as 'Guess what answer/word I have in
my mind today'. Even if the question is seeking a genuine and not predeter-
mined answer - and the questioner/teacher is prepared to accommodate to
whatever answer is proffered there are two other factors which militate
against the individual engaging in protracted speaking activity. One is
the phenomenon which Mary Budd Rewe (1970) has termed 'wait time' oxr that
small number of seconds which the teacher is prepared to wait for the
individual to answer before he either leaps to question another child or
rephrases the original question. The second is the teacher's recognition
that the individual is but a small proportion of the total class and he must
give others a chance to talk. Consequently teachers tend to permit the
individual to utter only a couple of words, phrases or sentences (depending

on that student's oral modus operandi) before their non-verbal behaviour

signals to the student that it is time to give someone else in the class an

opportunity to speak.

Such is the implicit oral structuring of Australian <liassrooms that
there is very little dpportunity for the development of oracy, particularly
in years 3 or 4 to 12. We are in no position to chart the hierarchical
development of oracy skills. In fact we know very little even about the
relationship between oracy and literacy and probably less about the

relationship between input and output in each mode.

Very few studies have been centrally concerned to examine speaking and
listening skill within the same individual or group of individuals. Duker
(1964) reports a number of unpublished dissertations (e.g. Harrison (1959);
Evans (1960); Howe (1960)) which have looked at the relationship between
speaking and listening but most published studies which comment on the
relationship do so as a by-product of a study only peripherally related
to this problem.
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Wilkinson (1970) reports the findings of two studies which have looked
at the relationship between listening and speaking, the results of which
appear contradictory. The first is a study by Strickland (1962) of the
language (with special relationship tc reading) of American elementary
school children. She concluded that:

The structure of children's oral language as measured by the
frequency of use of the common structural patterns was more
closely related to listening comprehension than to any other
variable.(Strickland, 1962:86)
|
The second study quoted by Wilkinson (1970}, however, with a sample of 960 -
subjects, yielded a correlation of only 0.22 berween the results on a
listening test and Certificate of Secondary Education (CSE) Spoken English
Examination results. In this same study, moreover, teachers' estimates
of the children's spoken ability correlated with the listening test results
at only a slightly higher level (0.25) than with the external CSE Spoken

English Examination (Atkinson and Wilkinson, undated).

Both Brilhart (1965) and Wilkinson (1970) refer briefly to an
unpublished doctoral dissertation by Stark (1956) in which he found that
175 college students who were ratod as good speakers performed better on
the Brown-Carlsen Listening Comprehension Test than did those students who
were rated as poor speakers. Brilhart (1965), however, criticizes Stark's
study on the grounds that ‘'actual audiences' were not involved in the study
and hence 'speaking and listening were not observed as the influence of
speaker upon listener, and vice-versa' (Brilhart, 1965:36). This led her
to postulate differences between speaking and listening in the sense that
Stark has used the terms and what she referred to as ‘communicative

speaking and communicative listening' .

On this prermise, then, Brilhart (1965) conducted a study with college
students to determine the extent to which there is a relationship between
the ability to obtain specific derived responses from others through speak-
ing and the ability to respond accurately to the meanings of others through
listening. Each subject acted as both speaker and listener. Acting as a
speaker the subject's first task was to get the members of an audience to
draw as accurately as possible a geometric figure which he described to
them. Then, with another subject in the role of speaker, his second task
was that nf listener/drawer. This procedure thus yielded two scores for

ezth subject. No evidence of a correlation -between speaking and listening
I
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skills was found. In addition speaking scores in this study did not
correlate signi‘ cantly with listening comprehension scores independently
derived from the Brown-Carlsen Listening Comprehension Test (1953). Given,
however, the Buros (1959) criticisms of the validity of the Brown-Carlsen
test as a test of listening compréhension, and the fact that Brilhart'’s
sample of her subjects' speech was limited in scope, the failure to find a
positive correlation between speaking and listening skills may well be as
much an artefact of the measures used as an indication that these skills

are unrelated.

Brown and Carisen (1953) have reported correlations of the order of
0.5 to 0.6 between their listening comprehension test and mechanical
measures of written language (e.g. spelling, capitalization, punctuation),
as well as correlations of the same order between their listening compre-
hension test and library skills such as the use of é dictionary. Such
findings give rise to doubts about the conclusions which can legitimately be
drawn from specific correlation coefficients where this test has been used as
one of the variables. This further underlines our relative ignorance about
this area. Wilkinson's (1970) comment that 'the relationship between
listening and speaking is likely to be complex but has been little explored'
well reflects the meagre state of our research knowledge (Wilkinson,

1870:142).

Practices in Schools

The area of practices in schools was not able to be explored directly given
the time scale of this initial (1976) phase of the study. However several
indirect reflections of current practices were sought. The Resourccs Section

of English in Austrs'ia (the Journal of the Australian Association for the

Teaching of English} which began in 1971 and shares ideas for lessons
submitted by teachers all over Australia was surveyed and a classification

of the lesson aims attempted. The Conference of English Teaching Consultants
of Australia (CETCA) Group, by virtue of its English Consultants constituency,
was asked to comment on its view of practices in school. The data from the
study by Duff and Clark (1976) and alsoc that for a minor project by

Hardcastle (1976) were relevant.

Table 1.1 provides an analysis of tke Resources Section of English in
Australia from 1971 to the present (i.r.. 1976) based on an attempt to
classify the stated aims of the lesscas provided. As is evident from the

table it was necessary to distinguish between single aim and multiple aim
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Table 1.1

Classification of Aims of Resources from English in Australia, 1971-1976.

Adult

Primary Junior Secondary  Secondary Upper Secondary \arious
i Single Mutiple Single Multiple Simgle Multiple Single Multiple Single Multiple Single Multipls
Aim o Adms Alm - Alms Alm - Aims Aim Ains Alm - Alms Alm Alms
ngignments/Research 2 ! !
Discussion (Class & Group) ! 3 l 6 18 . l l !
Oral § Written Expression 1 l 2 5
Specific Writing Practice 3 2 4 1 14 15 ] ] 2
Remedial/Reluctant Readers ! l
Literature Apprec./Study 3 ) 8 16 ] !
Theme Kork ] 2 3
Story Telling 3 ! l 2 ! |
Reading Comprehension J 1
Word Study/Spelling, etc. 5 1 ] 6 3
Drama . l 4 §
Listening Discrim./Compreh, 3 2 9 l l ]
Reading Aloud Poetry/ | ; ‘ | |
Own Work, etc.
Pblic Speaking | TR
Oral Work ge.g. interview- | : | ] |
ing tech.)
Nork with Language in 8 3 l
Context
Miscellaneous 2 !
J
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lessons at each level especially since it was considered that lessons which
attempted, for example:

To introduce children to poems and prose, and to encourage
discussion and writing, (English in Australia, No. 23, 1973)

-

tended to lack a focal objective as it was not always clear whether the
poems and prose were central in and of themselves or whether they were more

important as vehicles for the encouragement of discussion and writing.

The data in Table 1.1 are a very interesting reflection of
1 the problems with objectives in the area of English which have
been mentioned in the previous section (see the multiple aims

columns);

o

the reality that, where listening and/or speaking are specified
as objectives, they are most often incorporated with some other

objective (again see multiple aims columns);

Ll

the reading-writing dominance of the English curriculum inter-

pretations in practice of teachers since 14 of the 64 headings

ranging over 17 headings in the Secondary Specific Aims column

were for specific unity practice, 11 relating to reading, 6 to

vocabulary, etc., 6 to oral work, none to listening and 8 to

work with language in conéext.
The nature of the oracy work, while often intrinsically interesting,
secms to be haphazard and almost coincidental. This view of oracy teaching
is supported by the CETCA group in general, the spokesman for whom reported
that, in his view, therc scems to be relatively little group work or direct
encouragement of talk in the English classroom in Australia. Where some
interest in oracy was evinced, he went on to say, it tended to be directed
towards formal talks and debates rather than the encouragement of a broad

spectrum of talk-oriented activities.

The study by Hardcastle (1976), although it séught to explore the views
of only a small number of teachers, also provided support for the view of
oracy practices in schools that scems to be emerging thus far. Hardcastle
found that the majority of teachers she surveyed had received little, if
any, specific direction in their own teacher education course about how to
deal with this area. Moreover, at the secondary level, it was mainly those
teachers who had attended private schools who had had oracy teaching them-
selves - largely from specialist speech and drama teachers, rather than

under the gencral aegis of English.




However, regardless of the background and training of the teachers
themselves, the group of teachers surveyed by Hardcastle reported similar
practices in their own teaching. The maijority reported that their
teaching programs at least 'ocrzsionaily' include impromptu speeches,
prepared speeches, and debates, but that they ‘never' include such things
as prepared prose readings, memorized poetry or prose selections, making
introductions, using the telephone. The exceptions to this pattern were
teachers who had been educated in America and 'often’ or 'regularly'

included the whole range of oral activities.

Hardcastle's teachers were invited to comment on the oral competence
of their students, most respondents agreeing that in addition to acknow-
ledged individual differences, their students were not competent in oral
skills. The teachers, and this also included those who recported that
their programs included little or no oral work, felt that oral work was
very important. Only 20 per cent reported that they felt it was equal in
importance to literacy and, although some gave no indication of preferred
weighting, others specified that oral work should account for 20-30 per
cent of the total English program. Nearly 70 per cent indicated that they
felt that oral work should not be assessed but, since the questionnaire
used did not also tap attitudes to the assessment of written work, this may
reflect a general attitude to assessment rather than to the assessment of
oral work per se and indicates the nced to exercise caution in interpreting
this particular finding. Nevertheless the gereral direction of Hardcastle's
findings suggests the necessity for a much more extensive study of class-

room practices in the area of oracy.

In the survey by Duff and Clark (1976), a sample of 883 primary school
teachers in the six Australian states answered 37 categories of questions
concerning the teaching of listening skills. The general pattern of
initial training was similar for each state, with less than half of the
teachers reporting that they have taken an integrated course in oral
language arts, and half indicating separate courses in one or more of the

language arts subjects.

Very few tvarhers - only 20 per cent - consistently taught listening
és a separate subject. Tno great majority (86 per cent) taught it as part
of other lessons (20 per cent; a: part of language arts lessons, and about
10 per cent veported a combination of the two approaches. Varied approaches
were used more by feéale teachers and those teaching the lower grades. In

the teaching of listening most teachers either use a plan developed by them-
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selves, or followed no fixed plan. About 12 per cent were guided by a plan
recommended in a text, but only 4 per cent followed plans presented by their
Education Department {as one might expect from the paucity of suitable

prescribed syllabuses - see Chapter Two.)

Although respondents to the Duff and Clark questionnaire varied
greatly in the frequency of usage of technical aids, 93 per cent reported
use of records, 81 per cent tapes.or cassettes, 90 per cent radio, and
television 82 per cent. Tapes, films and television were used more 1in
higher grades and records and radio more in lower grades. In this context
it is interesting to note that some 15 per cent to one-third of teachers

reported inadequate equipment of various kinds needed to use the above media.

Approximately 40 per cent of the teachers in the survey indicated use of
‘programmed’ material but this was mostly limited to the listening skill
builders in the SRA reading kits. About one-third reported no knowledge
of suitable listening programs, 13 per cent had insufficient funds and

11 per cent thought they were not necessary.

DL€f and Clark (1976) noted that survey respondents' methods of
assessiny children's progress in listening tended to be;relatively un-
sophistirated. Standardized achievement tests were used by only 19 per
cent of the sample, and standardized diagnostic tests by only 13 per cent.
Teacher-made achievement tests were used by approximately 4 in 10 teachers
whereas teacher-made diagnostic tests were used by about 2 in 10. Only 55
per cent of all respondents - and much the same percentage in every state -
used informed methods to test diffzrent listening skills. The various
methods used could be arranged into several groups, which, in descending
order of importance, are observing or questioning individual children
(reported by 6 per cent of the sample); games (4 per cent}; and activities

which include following instructions (4 per cent}.

it was concluded by Duff and Clark (1976) that teachers were not as
well informed about the teaching of listening as they should be. The implic-

ations of their survey were summed up as follows:

... the most important ones are to develop and extend present
practices and approaches that appear to have promise; and to do
as much as possible to eliminate, or at least minimise, the
difficulties and shortcomings revealed. All those concerned

with primary schooling could be involved in some way and many
aspects of such education could receive attention, including the
siting and design of classrooms with a view to improving acoustic
conditions; conditions withHin the school; the material help



provided - equipment, programs, tests, etc; the information given
to teachers - better course outlines, for example; the advisory
services available; 'initial and in-service teacher training; and,
not least, actual teaching practices. (Duff and Clark, 1976:134)

The Education of Teachers of English/Language Arts

The Pre-Service Level

Hitherto, apart from what might be gleaned from a study of the relevant
handbooks from the various Teacher Education Institutions or a particular
knoJledge of those places with which one had been associated as student/
staff member, there has been relatively little access to information about
what is happening in teacher education in the broad area encompassed by
English. Hence, the National Committee on English Teaching, which was
established late in 1974 as a result of the UNESCO Seminar on the Teaching
of English held in May/Jure 1972, accepting the recommendations of the
Seminar, saw as one of its primary tasks a survey of the current state of

teacher education in the area in Australia.

Consequently the NCET Teacher Education Project was conceived of as
an all-encompassing descriptive survey of the state of pre-service, in-
service and post-graduate teacher education in English/Language Arts/
gpglish Methodology in all of the teacher education institutions in
Australia. This, together with a comparative study of 2 sample of similar
institutions in New Zealand, the United Kingdom, Canada, and the United
States of America, and a cross-sectional survey of the perceptions of
graduates of different years' standing of their teacher education, formed
the basis of the final report of the survey, the third and final volume of

which was completed in 1979%.

The data collection for the Australian institutions had been almost
completed at the time this overview was written and it was possible to make
some comments, albeit tentative, about the patterns which seemed to be
emerging in the area relevant to the current study of the oracy of

Australian primary and junior secondary school children.

1 The report was prepared and written for the NCET by a research team
directed by Dr Diana F. Davis (NCET, 1980).

23




In terms of courses relating to oracy actually required of students
undertakiné teacher education courses in the various tertiary institutions,
the survey had thus far revealed a significant lack of such courses. Only
one University Department of English to date had evinced concern about what,
in one other institution, is termed Spoken Literaturec - at least to the
extent of ensuring that a proportion of the course time is devoted to this
area in practical seséions. No University Departments of English had
reported that they offer practical as.well as theoretical courses in drama.
In all the University Departments of English for which the data had been
processed, none reported that there is a direct oral component built into
the assessment of students. Some departments require a minimum percentage
attendance at seminar sessions but presence rather than participation seems
to be the decisive variable. In such departments, reading and writirg

seemed to hold undisputed sway.

University Faculties of Education, too, tended not to require
students to undertake formal course work in this area. However there are
iﬁportant differences in that many University Education Departments had a
Speech Consultant whose task it was to work with all students in the course
and whose work was not necessarily specific to those likely to bzcome
teachers in the areas encompasse@ by English. Such departments also very
often offered electives on Creative Drama, or other aspects such as Radio

Drama but, of course, these are available to the few rather than the many.

The Colleges seemed to be much more likely to offer personal develop-
ment type courses in areas like Communications and they also had a range of
Speech and Drama offerings which, again, tended to be elective rather than
compulsory. Many members of staff in these institutions expressed concern
about the oracy of their students (as, indeed, they do about their literacy)

and the need for 'remedial' action 1in this area.

The picture which emerges is a relatively barren one and the implic-
ations of this for teaching practice in the area are bleak indeed,
especially if one follows the line argued by Pullan:

Our students will make their mark upon the Society around them
in direct proportion to the amount of opportunity we give them
to develop their oral-communicational abilities during school
years. It is often too late to recover ground when the student
reaches the tertiary level of education. If a student has been
silent for five or six years of secondary education it is
difficult to expect him to emerge suddenly from this silence an
orally communigative being. (Pullan, 1967:56)
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The Inservice Level

As part of the data collection for the present Study, English and (where
appropriate) Speech/Drama Subject Teachers' Associations in each State

were approached regarding their inservice activities in the oracy area
during the period 1975-1976. This request yielded three replies which
indicated that this area had not been a central focus of any of those
Associations' activities during the specified period, although all indicated
that questions relating to speaking and listening came up inevitably but

incidentally as a result of discussing the language theme.

The survéy reported by Duff and Clark (1976) included data on in-
service training in oral language arts at the primary school level in
Australia. Sixty-three per cent of the 883 teachers surveyed in all
Australian states reported no in-service training in this area, and only

19 per cent had receivéd any during the 5 years preceding the survey (at
the end of 1972).

The report concludes:

The teachers in the sample are on average not remarkable for the
amount of professional reading that they do - 41 per cent reading
no journals regularly and 38 per cent making no reference to the
use, during the preceding two years, of any text on oral language.
Those who do the most reading of both types tend to have more
teaching experience; but most teachers who use these sources of

information, refer to only one or two journals or one or two
texts.

Most informal assistance on the teaching of listening which
respondents have received since completing their initial training
comes from other teachers within their schools - 68 per cent from

other classroom teachers and 52 per cent from head teachers.
(Duff and Clark, 1976:114)

Breakdown or Breakthrough?

While the 1976 review presented above attempted to be as thoroughgoing as
possible in the central areas which were delineated as Current Curriculum
Statements, Teaching Practices, Relevant Research ana Teacher Education,

the time scale for this firstgétage of the total ERDC Oracy Project
necessitated curtailment in some areas. The problems with gaining a
completely accurate holding of current Curriculum Statements are outlined in
Chapter Two. There was seen to be a need for a thoroughgoing study of
practices in the schools, including not only what occurs in classrooms,

but also encompassing the teachers' own curriculum and evaluation strategies.



The gaps in tecacher education in ‘the oracy area and the general lack of
specificity in the curriculum statements tnemseclves sugges. & the absolute
necessity of furiher insight into classrcom practices before attempting to

move into the equally vital area of individual performance.

There is a multiplicity of both curriculum and research questions in
the area of oracy which require investigation and exploration. Golub (1969)
reports that the growth of linguistic performance in oral language is in
advance of that in written language. Gibson et al (1966) concluded that
their subjects wrote in one style and spoke in another, a conclusion which

is supported by the later Australian study of Davis {1973).

One of Havdcastle's (1976) respondents comnented that he 'would like
to see Australian Davis Cup players speak as well as their U.S. counter-
parts' . 1In fact, we know very little about the oral skills of Australian
students and even less about comparative levels of skill between students
in Australian, American and British schools. How, too, does the level of
oracy compare with that of literacy? To what extent do the two develop

in tandem?

Although most curriculum statements acknowledge the importance of
oracy skills, at least in theory, there is little differentiation made
between providing fairly random opportunities for students to exercise
oral skills and specifically designing spoken English activities to
develop the skills of communication. Just as an appropriate range of
literacy skills does not develop in a vacuum, nor do those of oracy. While
most students come to school able to listen and to speak, although
obviously with varying levels of expertise, the developme.:t of communicative
competence is a function of teachers being in a positior to guide students
through a distinct but integrated program focussing on both oracy and

literacy.

In order to do so, of course, teachers themselves must be conversant
with the development and function of spoken and written language. This
points very clearly to the necessity, in any study concerning itself with
curricualum and student performance, to encompass also the ramifications for

teacher education, both preservice and inservice.

In recent years much has been written suggesting a breakthrough to
literacy as a consequence of new knowledge and fresh approaches to teaching.
The evidence about standards of performance in this area is equivocal,

however. There is little or no evidence at all on oracy levels. This
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general failure to attempt a mapping of performances in listening and
speaking is remarkable in the light of a consensus of opinion about the
prime importance of skills in oracy. It represents a major breakdown in
education that to some extent is rectified in the study of performance

reported in Section C of this report.
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CHAPTER TWO

THE PLACE OF ORACY IN AUSTRALIAN CURRICULA

Introduction

At the request of the Education Research and Development Committee, a

documentation of the state-of-the-art in oracy in Australia was undertaken

towards the end of 1976. The overview presented in Chapter One and a

detailed analysis of curriculum documents were included in a report submitted
to ERDC at the beginning of 1977 as a preliminary to the study of oracy

skills to be undertaken subsequently by the Australian Council for Educational
Research. This chapter represents a summary of the curriculum section of this
report; it is presented as an historical perspective and no attempt has been

made to update the material by including more recent developments.

The general findings of this review of Australian curriculum documents

are presented in this chapter in five sections:

1 General assumptions and emphases;
2 Aims and objectives;
3 Practical suggestions for teaching and resource books and

materials;
Approaches to evaluation of listening and speaking;
Balance of emphases in developing listening and speaking skills,

in relation to the whole syllabus.

Documents consulted are listed in a bibliography presented in

Appendix One.

Initial information was acquired from two published sources based on
earlier studies of primary and secondary curricula in Australia:-
1 Report of Curriculum Officers' Conference on Primary Schools
English, Melbourne, August 30 - September 3, 1971, Australian
Council for Educational Research, iucluding position papers

from all States;

[\N]

The Teaching of English. Report of the Australian UNESCO Seminar’
on thée Teaching of English, Sydney, May 29 - June 2, 1972. '
Australian Government Publishing Service - including a background

paper on English Curricula in Australia.
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In addition, recent curriculum statements were sought by both oral and
written Tequests to State Lducation Department Curriculum and Research
Branches, and to Stute Associations for the Teaching of ﬁnglish. Although
there was a response from each State Education Department, this did not
necessarily bring to light all the materials available to them. Further
checking was not possible in the brief time scale for the report to ERDC.
It must be noted, too, that curriculum materials in the traditional sense
were no longer necessarily either prescribed for teachers or reflective of
the status quo at the time. Nevertheless the investigators made the
assumption that curriculum statements (and related documents) might reason-
ably be expected to provide a general framework within which teachers could
construct and organize their own curricula taking nto account the special
needs, characteristics and constraints of their own particular teaching

context.

General Assumptions and Emphases

At the time of the survey, although some offered a general rationale, no
State Department of Education offered a theoretical rationale for curriculum
statements at either the primery or the secondary level. At the primary
level, for those states which provided a preamble, there was a general
recognition of the interaction between experience and language development,
and of the need to emphasize the devzlopment of language in context. For
those states which offered a general rationale at the junior secondar L,
there tended to be an explicit cmphasis on the communicative aspects cf
language. No state provided a rationale of any kind for its senicr secondary

program, most such programs being fairly prescriptive.

There was variation between states in the relative emphases placed on
facets of language development in the primary school. In only one,
Queensland, was the language arts program deliberately differentiated into
separate syllabi for the four areas of communication - listening, speaking,
reading and writing. However, in this case, special emphasis was placed on
the interdependence and integration of these areas. The core of the program
in this state aimed to develop self-expression, social communication and
language experience. Mastery and utilization of language reception (input)
and expression (ocutput) skills were seen as very important features of the
learning process. Emphasis was placed on listening and speaking in the
lower school, with special reference to the need to train children in

listening skill areas - attentive listening, courteous listening, listening
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for information and comprehension, critical listening and listening for

pleasure. Speaking was treated in a dynamic ccntext involving expression

through lanéuage and movement.

In the Queensland rationale for listening/observing skills development

it was noted that:

Listening and observing are complex communication processes
based on the skills of hearing and seeing and involve cognitive
processes of selection, understanding. evaluation and responding.
These thinking processes are closely related to the other
receptive communication process of reading. The reading comp-
etence of a child is considerably influenced by his listening
and observing skill development.

It appears more difficult to develop the higher skills (e.g.
analysis and judgement) for listening and observing than it is

for reading. In reading, the speed of intake of information is
determined by the reader who has time to pause, consider, re-
read, select details, form judgements and note sequences. By

contrast, the listener/observer has to select, visualize,
evaluate and recall significant details at a pace usually deter-
mined by another.

Listening and observing, and speaking also have an affinity but
its nature is not clearly established. At the least they are
complementary activities.

The Victorian sylilabus offered the following rationale for listening.

Listening is a most vital part of the communication process.

It has already been emphasized that listening is basic to the
acquisition and development of language. The normal child
grows up in a world of sound. In recent years more and more -
research has been carried out in the area of reception; it is
now realised it is a far more significant and complex process
than was once thought. Listening goes beyond hearing and
involves the areas of cognition, short term money and auditory
discrimination. In short, the process of being able to listen
is basic to the entire area of language performance; we need to
be able to listen to use language and we need language in order
to listen.

The rationale for *the speaking section of the primary language arts

program in Queensland stated that:

Linguistic studies have shown 'z that a child achieves a great
deal in speaking before he comes to school. In the pre-school
years, his language develops through listening and observing

and he learns to talk, create sentences of his own, master basic
sentence patterns and acquire vocabulary to suit his needs. The
primary school program should enrich the child's spoken language
so that he can improve his oral competence in order to commun-
icate socially and express his individual personalsdty.

[P0
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Guiding the child towards effective speaking involves enriching

the whole personality. To give opportunities for development in
all aspects of expression this component of the Guide is divided
into three sections - Creative Speaking, Communicative Speaking,
and Speech Technique. Some parts of the course are designed to

help the child to appreciate the thoughts and feelings of other

people; others, to foster his desire to express his own ideas

in fluent language.

Another state placed specific emphasis on reading and writing in its
primary curriculum statement. No mention was made of listening skills
although a handbook on oral communication was undergoing revision in order
to overcome this deficiency. By way of contrast, another state placed
special emphasis on speaking, the section on Spoken English being more than

twice as long as either the section on Reading or the one on Written English.

For the sccondary level in one state, there was an almost total absence
of documented syllabus material. In another, the syllabus for years 7 - 10
did not offer any details of the organization of English at any level. It
did, however, make a number of assumptions about the nature of the courses,
such as 'English should be. an active pursuit' and pupils should engage in
'purposeful language activities', but there was small indication as to
what this involved. As the syllabus combined a high level of abstraction
in the rationale with an extensive list of objectives, questions of emphasis
or direction tended to be lost. One objective covered the development of
listening skills in a variety of situations. This involved (for example}
ability to relate ogserVation to listening, especially in situations such

as drama, film and television where the visual aspect is significant.

The same state offered three separate courses for Forms V and VI
English, each involving a study of language and literature. One course
outline noted that there was no rigid division between the two parts and
every opportunity should be taken of making one illuminate the other.

While no strict allocation of time to the different parts of the course was
prescribed, it was suggested the literature work might occupy 75 per cent

of the course and the language work 25 per cent. This course was different-
jated from the iwo others 'by the larger area traversed, and by the depth
and complexity of the treatment envisaged'. One of the other courses was
intended to differ from previous practice in that the rather theoretical
treatment of separate 'language topics' was to be replaced by a study of
languége more firmly based on the language which the student was reading,
hearing and using. In the third course the aim was to integrate the reading,

writing and speaking of English. Each element in the course was to involve
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all these activities in varying degrees: 'reading issues naturally into
discussion, writing consolidates what has been gained from reading'.
Discussion of poems, novels, plays, films and television programs and
activities like play-reading and debating were seen to provide further
opportunities for individual expression in a variety of situations. ilowever
written expression was to occupy much more time than oral expression in the

course with the aim of logical and coherent exposition of ideas.

In another state the secondary school English courses placed emphasis
both on allowing the student to participate in situations that encourage
him to use oral expression (without undue criticism of this expression
such that it may tend to intimidate him) and on his becoming aware of
different language situations. In this way the student was expected to
develop his ability to speak and listen effectively. These were considered
of equal importance with the development of the skills of reading and
writing. At both the junior and senior secondary level in this state,
curriculum statements encompassed all four areas of listening and speaking,
reading and writing, but there was a separate syllabus at each level for

speech and drama with its own aims and objectives.

One state gave special recognition in its junior secondary syllabus to

the fact that it is difficult to assess many of the skills mentioned in the

aims of speaking, 1istening, reading and writing but observed that 'writing
lends itself more readily to an assessment grading than the activities of
speaking, listening and reading which are not, however, to be overlooked.
In this state the senior secondary syllabus was no lenger concerned with
the development of specific skills, as distinct from another state in which
specific aims for oral expression were given because of its central
importance to the entire program. This contrasts with yet another state
which makes no reference to teaching specific skills in the areas of
speaking or listening, the assumption being that students have already
acquired these at an earlier stage as a natural development from exposure

to a rich and varied experience of language and literature.

Aims and Objectives

At the primary level, general aims and objectives in most state curricula

demonstrated a concern for the development of imaginative and effective
(accurate and concise) verbal communication through listening and spoken
language, with self expression and personality enrichment an important by-

product. Few states offered explicit guidance by way of specific objectives
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however; one notable exception was Queensland.

In the Queensland lower school (grades 1 to 3) program for development
of listening and observing, for example, there were 38 specific objectives
grouped under habits and attitudes, and six skills areas.- Over half of
these were listed under perceptual skills embracing auditory perception,
visual perception and factual comprehension. They involved identification,
description, discriminatjon and classification ranging from specific sounds
to sequence of events. <Jomprehension skills involved interpretation and
inference based on perception of cause and effect relationships, comparison,
prediction and generalization. Functional listening/observing covered the
following of directions, acquisition of information, and problem solving.
Creative response was spelt out under five objectives and appreciative
listening under a further two. A similar set of objectives for listening/
observing was given also for the middle and upper primary levels, thus
giving teachers clear guidelines for more explicit formulation of directions

for developing listening skiils. The same applied to the speaking area.

Speaking skill development in Grades 1 to 3 was covered by a set of 25
objectives in 5 arcas, viz. expression through movement, sensitivity to
oral language, creative speaking, everyday speaking situations, and speaking
for specific purposes. Ten of the’objectives related to creative speaking
involving original stories, descriptions and conversations, as well as oral
interpretation of literature aimed at developing awareness and appreciation
of the language of poetry and prose. Everyday speaking covered informal
conversations and discussions, and the giving and receiving of messages and
directions. Specific speaking objectives involved accurate descriptions,
recognition and expression of relationships, clarification by specific

criteria, sense of correct sequence and current usage conventions.

Although at the secondary level there was again wider variation between
states in the amount of detailed specification of objectives, the NSW
Secondary Schools Board syllabus for example reflected a general concern
for competence in language through understanding and control of usage,
vocabulary, structure and style in the context of everyday communication,
communication in various media, literature and personal expression. The
development of listening skills was spelt out in terms of auditory perception
to discriminate the effect of pace, pitch, stress and pause on meaning and
tone; ability to relate observation to listening; listening for meaning with

emphasis on attention, accurate and selective listening; and critical



listening to evaluate content and performance in relation to meaning, form

and values.

Speaking skills involved precision of thought; control of such things
as thythm, interaction, stress and pause; confidence in a variety of
situations with different types of audiences; and beyond basic communication

skills to the develophent of flair and artistry.

The Queensland syllabus.provided by the Board of Secondary School
Studies elaborated 25 goals of oracy under five main headings viz. creating
an environment conducive to learning, experience with language, self
expression through language, communication through language and the develop-

ment of communication skills, most attention being-devoted to the latter.

In South Australia, particular attention was given to appropriate
verbal 'behaviour' in which oracy was distinguished by ability to speak
confidently and coherently, and to listen with attention and discrimination.
The former was emphasized in the West Australian Certificate Five Year

Guide along with sincerity in expressing needs and showing ideas.

In Tasmania, the Schools Board Speech and Drama Syllabus provided more

detail than the School Certificate Manual on speaking and listening which

were covered in four sections: theory of spoken English, oral communication,
drama and listening. The former dealt with the structure of Spoken English,
phonetics, variety of pronunciation and an introduction to theories of
language development. Listening was covered in terms of criteria of what

to listen for, broadly classified in terms of listening for meaning, for

method {as opposed to manner) and for oral technique.

Generally speaking, although broad aims in the oracy area were advanced
at the secondary level, not a great deal of specification of detailed

objectives was in evidence, with the major exceptionsz noted above.

Practical Suggestions for Teaching

Some States provided little constructive advice to primary school teachers
in terms of practical activities or resource materials for the development
of listening and speaking skills. In some cases it seemed implicit that so
long as children are given the opportunity to talk and listen, improvement

of these skills will develop naturally.

Numerous suggestions were given in the Victorian Primary Schools

Engiish Committee Language Curriculum Statement (1974) to help teachers
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plan lessons and activities to develop speaking and listening skills. The
teacher was also given ideas as to how to arrange'the classroom, and the
attitudes needed to encourage listening. Skills were stressed, but it was
emphasized that these were not to be treated in isolation. '"Ideas to try"
are presented to help teachers better appreciate the forms of listening

that can take place in respect of the following list of skills:

a Auditory discrimination;
b Listening for main ideas;
c Listening for sequence of ideas and relationships;
- d Listening for important details and irrelevances;
e Following directions;
f Making justifiable inferences; I
g Distinguishing between facts and opinions;
h Using contextual clues to establish meaning;
1 Listening for organizational elements and transitional phases;
j Interpreting mood or attitude;
k Detecting emotionally-toned words;
1 Creative listening;
m Summarizing;
n Understanding connotative meaning of words: ‘
o Understanding tentative meanings of words.

Nume~ »us suggestions were given in the Victorian Curriculum Statement
also for the development of speaking activities such as 'start with a
character' (e.g. a pirate), 'requests', 'twenty questions', 'how to do the
job' . There was no explicit or implicit organization in terms of types of

skills, however.

In the Queensland Language Arts Curriculum Guide for Primary Schools

(1974), detailed suggestions for teachers were listed against each of the
detailed objectives referred to earlier in this chapter. For example, the
following suggestions were given for the functional listening/observing
objectives:

i
Objective: The Child listens and observes carefully to follow directions

Suggestions: The teacher

- encourages the child to adopt simple rules for attentive listening
and observing

- provides opportunities to follow simple directions in classroom
activities: giving out paper, pencils, books; playing games,
e.g. Simon says: participating in lessons using rTadio and
television.
(Teachers should be careful to note any defects which could
indicate a hearing or seeing disability.)
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- directs the child's attention to common directional signs, symbols
and sounds and their importance:
school bells; traffic signs ai'd symbols; different coloured
lights; railway crossing signs; boomgates; ambulance siren;
fire alarm; postman's whistle; time signal on radio.

Objective: The Child solves problems through listening and observing
Suggestions: The teacher e
- encourages the child to gather relevant information from school
and home environment. .
- encourages child to find answers to his own question
e.g. Why can't we play outside the tuckshop?
Why do we need a road safety patrol?
Why shouldn't we run on the school verandahs or around
the pool?
Why o magpies sometimes chase us?

Objective: The Child acquires information through listening and observing
Suggestions: The teacher
- leads the child to an understanding of the importance of oral
language for acquiring information.
- provides opportunities for acquiring information using: .
planned and spontaneous conversations and discussions; books
on specific subjects related to the child's interests; radio
and television programs; newspaper and magazine items;
telephone conversations; tape recordings and listening posts.

Objective: The Child develops interest through listening and observing
Suggestions: The teacher
- provides opportunities for the child to listen to and observe a
wide variety of subjects through a variety of media, e.g.
audio-visual aids;
newspapers, magazines;
discussions and talks (peers, teachers, visitors).
- fosters the child's interests as they become evident in everyday
activities, e.g. rock collections; pets; hobbies.

DObjective: The Child listens and observes to develop effective
communication
Suggestions: The teacher

- creates an atmosphere where conversation is valued.
- encourages discussions on a variety of interesting topics.
- provides frequent opportunities for conversation and discussions:
show, share and tell;
child-child, child-class, teacher-child discussions;
evaluation of work;
individual, pair, group assignments;
role playing;
making announcements;
reporting back to research;
discussion of television and radio programs;
science experiments and demonstrations;
following instructions (dance, paper folding};
reproducing radio or television commercials.



Similar detailed samples of practical activities were proyvided in

the WA Primary Syllabus on Oral English (1968) for lower, middle and upper

grades separately under the categories of oral expression, listening and
i
speech training.

At the secondary level, not all states provide detailed suggestions
for practical activities. Indeed in some cases it seems that listening is
seen as a habit which arises naturally if students have the right attitudes
(whatever thése may be) and oracy will follow as a fnatural consequence' of
pupil interaction based on interested, enjoyable, attentive participation.
No resource materials are suggested to elaborate general suggestions about

listening or speaking development.

By contrast, the Queensland Board of Secondary School Studies listed
in its English syllabus appropriate media and activities for each set of
goals. The approacﬁ is illustrated in Table 2.1. In the Speech and Drama
syllabus at both Junior and Senior levels similar detail was evident in the

learning experience listed for each objective.

Approaches to Evaluation

In general, little detailed advice on the evaluation of oracy skills was
made available to primary teachers through curriculum documents. However
the Victorian Primary Schools English Committee Language Curriculum Statement
(1974) advised that:

Evaluation should be a vital part of any curriculum. But it
should not be an appendage, something 'done' only at a recognized
end point. In developing a really functional curriculum, all
aspects of evaluation are on-going, so that the classroom teacher,
the administrator, and the curriculum developer alike have constant
feedback so that the curriculum can be changed as the need arises.

It was suggested that children themselves should be involved in the
evaluation process (as 'their own diagnosticians'). Teachers were urged to
develop informed judgement as a critical component of successful teaching
and bibliographies for further reading are provided.

They should attempt to record the changing interests and attitudes
of children, their imaginative and emotional response to language
situations, and their ability to make rational decisions. So much
of contemporary curricula relates to attitudes and interests, that
as purposeful teachers, we must become involved with their
evaluation.

Special emphasis was placed on the notion that evaluation of pupils'
development in oracy must not emphasize competition between children, 'the

only comparison which is relevant for making decisions about further
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Table 2.1: Queensland Board of Secondary School Studies Lists of Speaking Skills, Media and Activities

r—

p—

Speaking Expression-Communication Skills  Register Mediuns Purpose of  Participation
Cormunication '
The student will demonstrate an ability to .., when speaking in o which .., from ...
to ...

\in 1. Goals 1,2,3  Formulate and commmicate ideas, Formal Conversation  Impart Person to
though?s and feelings with Discussion infornation  person
precision

. Telephone ;

\in 2: Coals 6,7 Organize ideas with logic and  Semi-formal Intery; Express Person to

‘ nterviews .

‘ coherence feelings group

| Forum

F Pl

in 3. Goals 9,10,  Use words, idioms, and syntax Intinate ae Entertain Person

11 appropriately Debates Within group
Speeches
\in 4: Goals 12,13, Use phrasing, stress, rhythm, | Oral Reports  Persuade
14,15 pause, pitch, pace, volume
effectively Lecturettes Respond

Votes of thanks
in 5: Goals 21,22, Interpret orally the meaning

23,2,25(5kills)  of a passage Introductions
Greetings

11 those goals are
ikely to be inter-
elated in any one Prose reading
garning experience)

Speeches of welcome ’

Mock broadcasts
Dramatic situations

Individual and choral
poetry recitation
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teaching is that which compares the child's present performance with his

past' . Evaluation must be of the whole child. Tt is no longer considered
appropriate to evaluate the acquisition of skills in isolation. Evaluation
is considered of vital importance but as an on-going process, not as an end

in itself.

Another arca of concern was that:

Evaluation is not synonymous with testing. Testing may indeed
provide one valuable source of information for making decisions,
but also useful are anecdotal records, formal observations of
the child's. 'behaviour', the opinions of the children, their
parents and other teachers. Although it is often difficult to
derive strict measurements from some of this information, that
is no reason to disregard subjective data which could provide
valuable insights. Tests, are only a part of the evaluation
process.

The Western Australian publication, Primary School English: Intro-

ductory Notecs emphasizes the need for continuous recording of an

individual's progress:

Since the current approach to teaching is child centred, with
emphasis on individual needs, it follows that individual pupil
performance should be evaluated and that individual records

be kept. These records will become a basis for the program in
English and provide a guide for working with pupiis with

similar needs. Care should be taken that recording does not
become an onerous time-consuming chore - it should be purposeful
and indicate basic areas that require attention. Some ways of
recording include:

1. Descriptive comments. Comments are made, in diary style,
noting each cliid's specific needs and progress. These
records may be cumulative, carried over from year to Year.

2. A collection of the child's own written work. This may be
done periodically and be included with the descriptive
comments in a file for each child.

3. A checklist. Such a record lists specific skills to be
acquired and shows which children have mastered each skill.
This form of recording is most appropriate as a short term
record of specific skills in a particular area, e.g. phonics,
dictionary skills, handwriting skills.

The effectiveness of evaluation and subsequent recording will depend to a
great extent upon the experience and background knowledge of the teacher.
A pood understanding of child language development is essential before
specific objectives can be formulated and children's needs analysed in

terms of these.




In the Queensland Language Arts Curriculum Guide for Primary Schools

teachers were asked tc consider evaluation as a continuous process through-
out the year at two levels - qualitative and quantitative. Standardised
tests were seen to be useful in supporting the teacher's personal judgement.
Whether subjective or objective evaluation was used, it was recommended
that information gained can be recorded in cumulative record cards or by
means of the teacher's profile of individual children. However, the
information gained about attitudes, skills and their application becomes

of great value only if the teacher uses the data gathered, not for the
purpose of grading children, but to measure the value of his language arts

program to each child, and to ef. .ct any changes made necessary by that
information.

Checklists are provided to help the teacher organize his viewpoints
and to suppoft his personal judgements, and to serve as a means of self-
evaluation by koth teacher and pupil. The following items directly

relevant tc oracy assessment are extracted from the Queensland Guide.

Receptive Areas of Language

Teacher Self-Evaluation

Do I

. improve the child's ability to listen, observe and read by
developing systematically the skills of audito~y and visual
perception? .
provide opportunities for the development of skills or oral
and silent reading?

. develop the child's ability to comprehend what he hears,
observes and reads?

. develop the child's ability to follow directions, acquire

information and communicate with others?

. develop the child's ability to think critically about what he
hears, observes and reads?

. encourage the child to respond creatively to what he hears,
observes and reads?

. lead the child to develop a sensitivity to spoken and written
language through literature?

. guide the children to evaluate critically TV, films and other
media?
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Observation of the Child
Does the child

apply in listening, observing and reading situations the
appropriate skills of auditory and visual perception?

try to comprehend what he hears, observes and reads?

react critically to the ideas secured through listening,
observing and reading?

. organize the ideas secured through reading, listening and
observing, and apply them to new situctions?

develop his ability to communicate through effective listening,
observing and reading?

. interpret an excerpt from literature creatively?
practice self-evaluation?
Child Self-Evaluation
Do I
. listen and observe carefully?
. give attention to voice production when I read to an audience?
. identify important sounds and symbols?

. try to remember what I hear, observe and read?

. think about what I hear, observe and read - check facts, compare
ideas, look for proof of statements, check conclusions?

. listen, observe and read to improve the way I express my ideas,
thoughts and feelings?

. listen, observe or read to appreciate stories, poems, films,
music, art?

. make judgements about TV, films, radio, newspapers?
. try to increase my vocabulary and use it effectively?

Expressive Areas of Language

Teacher Self-Evaluation
Do I
. foster free, courteous interchange of ideas within the classroom?

train each child to express himself clearly and in logical
sequence using oral language skills?




. respect each child's inherent language competence?

. understand, tolerate and encourage children who study English
as a second language?

. listen attentively and courteously to the child and respond
appropriately to his questions and comments?

. praise a good performance and make corrections tactfully?

. train each child in the special skills needed to communicate
effectively factual information?

. provide opportunities for the development in context of the
technique of speaking and mechanics of writing?

. provide a developmental program to overcome special speaking
and writing problems?

. aim to increase and enrich the child's speaking and writing
vocabulary?

. balance the skills of expression with the content in a well-
considered evaluation scheme?

. encourage the child to evaluate his own speaking, and to proof-
read, edit and evaluate his own writing?

. devise activities to foster the child's oral and written expression
in a variety of social situations both formal and informal?

. stimulate the child, through experiences and literature, to express
himself through movement and literary forms?

. provide a program of story-telling, and exercises to give enjoy-
ment and develop sensitivity to language?

. provide good quality models of sincere expressive speaking and
writing?

. remain aware of the value of clear, precise language in all subject
disciplines?

Observation of the Child
Does he
. speak naturally, sincerely and courteously at all times?
. use correct speaking technique.in an unaffected manner?

express his ideas, thoughts and feelings clearly and fluently
in his own words in oral and written language?

participate adequately in informal situations such as everyday
conversations and discussions?
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perform competently and confidently in formal situations such
as giving messages, directions, introductions, interviews?

use patterns of spoken and written language appropriate to
different social situations?

report factual information accurately in oral and written langu~ae?
understand the function of words and use them correctly?
support statements with valid re-sons?

describe and identify people, places and things through a widely
developed vocabulary?

retell stories in logical sequences?

create original descriptions, stories, plays, dialogue orally
and in written form? :

participate through speaking and movement in role-playing
situations?

understand the function of words?

try to increase and enrich his speaking and writing vocibulary?

Child Self Evaluation

Do

I

look at the members of my audience when I am speaking and try
to keep them interested?

think well and organize my thoughts in correct sequence before
expressing them?

speak courteously at all times with my classmates and other people?
speak and write what I want to say in clear, simple words?
try to overcome any weaknesses in my oral and written expression?

remember the rules of grammar and syntax when I structure
sentences?

modulate my voice to match the speaking situation?
give clear directions, explanations, messages and announcements?
use suitable words and greetings when I am speaking on the telephone?

take part in discussions, keeping to thre point, giving good reasons
for what I say and respecting other's opinions?

try to use interesting words when I tell a story or relate a
personal experience?

express myself creatively through poetry, speaking, dramatic
expression, puppetry and role-playing?
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At the secondary level, alghough some states gave no direct or specific
guidance regarding a rationale for or methods of evaluating oracy skills,
there would seem to be a common recognition of the need for continuous
assessment in a number of mediums appropriate to each of the skills of
listening, reading, speaking and writing. [t seems that in general,

.emphasis is placed on the latter area. Indeed some concern is expressed
about the feasibility of much assessment in other arecas because of the time

involved in collecting individual data and the difficulty of assessment

itself.

One state specifically demns 'the old form of rigid and stereo-
typed testing', and encourages more informal use of project work and
individual observation over time to evaluate the student activities
suggested in advisory notes which 'should give teachers sufficient guidance
and information on how and what to test'. However, the use of testing for

diagnostic purposes 1in the early part of the year is supported.

General guidelines for oracy assessment provided by the Board of

Secondary School Studies in Queensland are reproduced in Figure 2.1.

Balance of Emphases

Although syllabi frequently lacked specificity in terms of detailed object-
ives and activities, general emphases were developed for teachers and the
following highlights have been selected in attempt to provide a perspective

on the over-all balance.

The syllabus for New South Wales Primary Schools appeared to place
considerable emphasis on the importance of listening and talking.

Opportunities for listening and talking arise naturally and
continually. Whenever opportunities occur a pupil is encouraged
to talk from his own experiences and to increase his understand-
ing by listening to others ... Each talking situation simultan-
eously involves a listening situation in which both speaker and
listener are active. By varying classroom organization, different
talking-listening situations are created allowing for degrees of
interactic~ amongst pupils.

"The syllabus describes the process of listening as involving four steps -
hearing, understanding, evaluating, and responding. The following points
are listed to illustrate the importance of an effective listening program
which, it is claimed:

develops a classroom climate favourable to listening - this
involves a sympathetic and supportive audience, an atmosphere
of acceptance and an area free from other distracting noises
and activities;

E]{[C 5 844
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Guidelines for the Assessment of Student Achievement in Listening/Observing and Recading

When ossessing the student's abilities in reading and tistening/observing, it is necessary to rely
on his responses, written or oral, to the rcading and listening/ebserving situations. Unavoidably
then, not only his abilities in reading and listening are being assessed, but also his skills in
writing and speaking.

Suggested Types of Asscisment

1 Objective Tests (Sec School Assessment Procedures No. 5: Asscssment in English,
Rescarch and Curriculum Branch, Department of Education, Queensland) .

2 Individual Oral Test.

3 Combination of Objective and Short Answer Tests.

Tests of reading and listening/observing skills should be constructed to incorporate a progression
from lower-order to higher-order comprchension skilils. In this way the score obtained in these
tests reflects the stuage in comprehension the student has reached.

Assessment of Speaking

Assessment of oral work can best be achieved through continuous assessment. Terminal tests
vliminate any chance of a student's using the language for "specific genuine purposes', and indeed
produce a rather artificial audience, the teacher-as-assessor. Assessment should take place:

i In a genuine commun{guting situation including a listéning-participating group: and

i1 Over as wide a variety of situations as possible.

Marking

1 Grading should be based on 2 total impression of the cffectiveness of the communication.

2 The total pattern of skills should bhe observed so that no one factor over-rides all others. -
For cxample, most communication activitics would include content, organization, use of
ltanguage, delivery (audibhility, c¢larity, expressiveness), interaction with listeners.

See sample check list below.

3 Accents should not be penalized (e.g. Migrant or Broad Australian Vowel Sounds), but slovenly
speech should be (e.g. eiision, 'ere. lib'ry).

1 Progressive cvaluation in informal speech scttings (e.g. group discussions) should be
included.

5 Constant numerical assessment should be avoided lest it distract attention from critical
comments made by peers and teachers.

Sample Checklist for Assessment of Speaking

Other categorics could be added to such a
Nane *1 checklist. 'Delivery'", for example, might be
Crrrterieii e divided into "audibility", "clarity" and
- . "effectiveness''. "Appropriate usc of register"
A B C D E . " 3 i i "
. and "achievement of purpose relating to audience
['ontent x | . ;
- : might be included.
Dryganization X
bise of Language x Possible marking schemes for commumication and
al ANgUALS 1 oral interprctation may be found in Christabel
Delivery x ! Burniston, Crecative Oral Asscssment.
hudience [nteraction | X

Kicneral Impression Mark 8 out of 10

Appreciative Comments:

Whenr assessing coral response to literary ecxpericence, more emphasis should be placed on content and
appreciation than on the speaking skill itself. However, as with the literary essay, it ‘ difficult
to separatc the ability to communicate from the quality of the communication itself.

Figure 2.1 Extract from the Queensland Board of Secondary School Studies
Guidelines for the Assessment of Student Achievement in
Listening/Observing, Reading and Speaking
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. provides for a balance in the various listening skills;

. sets up purposes for listening and encourages responses;

. uses Stories, poems, songs, plays and talks from the media
and other sources;

. provides listening areas in which individual children and small
groups may carry on listening activities when desirable.

The approach of the syllabus to Talking appears to be that, so long as
children are given the opportunity to talk, their skill in expressing their
ideas, feelings and imagination will naturally develop. In the New South

Wales Speech and Drama Notes: Primary and Infants (1975):

Conversation is the most important aspect of language as it is

the most ready and spontaneous means of communication throughout

a person's life. It would be a fallacy to separate conversation
into a limited category and expect to teach it in a classroom
situation, especially since much of the equipment for ordinary
conversation has already been developed in the child's formative
years. This '""equipment' would be a spontaneous urge to communicate
as part of the socialization process, and a desire to experiment
with the fascinating tool of language.

Conversation situations are governed by their own principles
and very little can really be 'taught'.

In the Victorian Primary Schools English Committee Language Curriculum

Statement (1974}, the two broad divisions of oracy and literacy appear to
be accorded equal importance. It is recognized they are interrelated and
cannot be treated separately. However, 'listening' is now recognized as
an extremely important area:

Listening is a most vital part of the communication process...
we need to be able to listen to use language and we need
language in order to listen.

Listening is the first of the four language areas which develops,
and leads directly to speech. It continues to play a vital roie
in a child's language development throughout his time in primary
school. Hence listening is of the utmost importance right
through primary school and for this reason stories and poems
should be told and read to children not only in Beginners, but
also through to Grade 6.

Hence, listening, speaking, reading, and writing are closely
related aspects of language, and each contributes to the develop-
ment of the other. They.cannot be separated from one another

in a child's language development.

In the Queensland Language Arts Curriculum Guide for Primary Schools

(1974) the importance of learning skills was stressed as indicated in the

following extracts:
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The word ‘skills' can be interpreted as correct or effective
ways of working with particular materials. Thus, skills can
be learnt by children. Within the scope of the language arts,
the skills involved vary in form iand in levels of difficulty,
and, until the child has learnt these skills, used them and
related them to his experiences, he will find it difficult to
develop his language so that he may attain full growth as an
individual.

The skills of the language arts are integral parts of the inter-
related processes of listening, speaking, reading and writing
which are designed to increase the child's control over all
aspects of communication. While the integrated nature of the
language arts should always be emphasized, the basic skills of
the four areas mentioned can be identified separately. There
are points of similarity as well as of difference within these
communication areas, but the threads of skills can be drawn

\ together to shape a fabric witlh a well organized language
pattern. Arranged in two pair groups, the skill areas show a
close resemblance, e.g. in the areas of language reception
(listening and reading), and expression (speaking and writing).

At the primary school level, each communication skill contains
two elcments:

(a) the activity context in which skills are taught, e.g.
the pupil is invelved in using a variety of materials
from simple stories, poems and plays;

(b) the basic skills of mechanics that relate to the special
area, e.g. auditory and visual discrimination and com-
prehension skills.

This statement means that the skills of language are rarely
taught to children in isolation, but actively support language
development during a sequence of appropriate learning experiences.

It appears, then, that the language skills include sets of 'low
order thinking' skills and sets of 'high order thinking' skills
with many gradations in between.

Clearly, a sure knowledge of language skills is an essential
ingredient of effective creative and communicative expression

and a necessity for the acquisition of language and the reception
of ideas through language.

The four skills of listening and speaking, reading and writing appear to be
accorded equal importance. All processes are seen as an integrated whole;
each area is not important on its own as such, but all areas are important

because of the interaction between them.

In the Western Australian guide, oral work is presented as an integral
part of all of the activities which take place in the school. Oral expression

opportunities which are provided are to contribute to such aims as:
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1 Developing an attitude of courtesy and consideration for
others in speech situations. :

2 Developing confidence and the desire to speak freely.
3 Forming and developing good listening habits.

By the end of the primary school the syllabus seeks to have children

realise the following aims:
1 To develop a desire to use a correct and appropriate speech
form.

2 To develop an attitude of constructive critical appraisal of
his own speech and that of others.

3 To develop a realization of the need to continue the develop-
ment of the habitual vocabulary.

4 To understand the procedures or form required for formal
speech situations.

S Be aware of correct forms of speech and make them habitual.

Overview

The paucity even of general rationale probably provides the key to what would
seem to be a significant omission in the formulation of the various States'
Curriculum Statements. This key, it is surmised, lies in the lack of know-
ledge about language development in the later years. The curriculum
developer seeking to provide even a modestly adequate theoretical rationale
for many of the courses in English promulgated at the time of the survey
would find it extremely difficult, it not impossible, to do so. The diff-
iculty is compounded by the fact that many of these courses were heavily
biassed towards reading and writing, at least in formal assessment terms,
yet we know

1 very little about the effect on language development at this stage

of concentrating only on the visual-written mode;

28]

very little about the interaction between reading and writing as

it seems to be assumed by teachers of English that more reading,
4 especially of 'good' literature, leads to 'better' writing; and
3 something about the level of correlation between oral and written
performance for the same individuals given that Carter (1962},
working with anaesthesiology students, found a correlation of
+0.48 between oral and written performance and Davis (1973) working
with high school students found a correlation of +0.47 between the

two, both of which results suggest that written and oral measures

Q f;f)
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to a large extent provide performance measures of different

aspects of the individual's competence.

In fact, at this stage of our knowledge of the later phasez of language
development, the only evidence that can reasonably be adduced must be anec-

dotal in nature.

At the earlier stages of language development, of course, there is more
evidence available although the bulk of it is concentrated in the 1 - 3 and
3 - 5 age groups. It is surmised then that those preparing the curriculum
statements surveyed here either did not feel justified in extrapolating
from the evidence available or had decided that the existing evidence would
be more confusing than helpful to teacher§. Given the Bullock Report's
(1975) recognition of teachers' lack of pfeparation in this general language
area and the subsequent recommendation that all teachers should have a
substantial course in language development, this is perhaps justifiable, at

least in theory.

Almost without exception each state and each level offers some general-
ized statement of aims. The exceptions tend to be at the senior secondary
level. As far as the primary and junior secondary levels are concerned many
of the general aims reflect the language through experience emphasis of the
rationales offered. Personal development, too, is also stressed as a
central function of the teaching of English; for example one state wished to
help students towards maturity and another indicated the importance of

intellectual, emotional and social development.

In most states., with one notable exception, specific objectives were
not dzlineated although some curriculum statements included listening in
general terms under the heading Objectives. Consequently it is left generally
to individual teachers to decide the specific objectives which will form
the spearheads of their curricula. While this may ultimately be desirable
it may also be that those who draft curriculum statements underestimate the

difficulties inherent in any attempt to provide specific objectives.

Many of the curriculum statements outline areas of potential activity
within the classroom, some even organizing these under identified skill areas.
Some states provide advisory no&es but for the most part the statements tend
to be general rather than specific. Few states, again with the one exception,

offer much guidance about the availability of resources.
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Almost without exception the curriculum statements offer either no
statement regarding evaluation or offer a set of generalized commﬂnts by
way of a possible rationale for the teacher approaching his problems and
responsibilities in the area of evaluation. With the exception of those
states where public examinations remain at the senior secondary level, the
trend seems to be towards c<oentinuous assessment. Little is stated regarding

the desirable balance, if any, between assessment of oracy and of literacy.

In examining the balance in emphasis between the four areas of listening,
speaking, reading and writing reflected in the curriculum statements, the
estimate depends very much whether one focusses on what is reflected in the
general aims statements or position statements about aims which are implicit
in other zections of the documents surveyed. On the face of it most states
accord equa: weight to the four language areas and acknowledge that each is
integral to the total pattern of language development. Yet other indications
are that this implied pattern may not always be consistent with practice.
Obviously at the senior secondary level assessment is based still largely
on reading and writing and there is suffic.ent evidence to suggest that this

is still so for earlier levels of schooling.
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CHAPTER THREE
TEACHER OPINION AND PRACTICE

Introduction

In Section A of this report Ciark and Davis summairised the literature on

the nature and significance of oracy, and reported curriculum and other
statements related to oral language development in Australian schools.

In reporting a lack of curriculum emphasis on oracy, they found that
curriculum statements, though generally acknowledging the importance of
oracy skills, did not differentiate between providing tfairly random
opportunities for students to exercise oral skills and specifically
designing spoken English activities to develop the skills of communication'.
Clark and Davis went on to refer to what they saw as a failure to attempt

a mapping of performances in listening and speaking as 'a major breakdown

in education'.

Given this situation, it was considered desirable to determine what
teachers thought to be important and to look at what these teachers were
doing in the development of oracy abilities by students. To obtain this
information, both primary and Secondary tecchers were interviewed and also
asked to complete a questionnaire. A summary of the information obtained
in the course of the teacher interviews is reported in this chapter, and
the results of the questionnaire are summarised in Chapter Four. It was
also considered necessary to propose a model for assessing listening and
speaking abilities that students might develop. The model and its
dimensions are also described in Chapter Four. The work reported in this
Section constituted a feasibility study and subsequently a preparation

for the assessment of oracy reported in Section C.

Description of the Interview Method Used

As it was not feasible to conduct the very time-consuming classroom
observations which would be necessary to obtain this information at first
hand, interviews in which teachers Teported their practices were used to
obtain details of and comments upon teacher practices in developing <
students' listening and speaking skills. In this way the questionnaire
information obtained by Duff and Clark (1976) and summarised in Section A
of this report was supplemented by means of quite specific questions on

+eacher opinion and practice.
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A structured interview schedule was devised, trialled, amended and
used for the interviews with classroom teachers at both primary and
secondary schools. A copy of the interview schedule is shown in Appendix
Two. Where possible a tape recorder was used to supplement notes made on
the schedule by interviewers. The interview began with some general
questions on the school's English program and the »lace of oracy in that
program, through questions on the importance of 1. tening and speaking
skills and methods used, to questions related to the assessment of listen-
ing and speaking. Before the interview, teachers were aware only that
they were going to take part in an interview concerned with oracy, that is,

listening and speaking abilities of students.

The group interview method was used to obtain teachers' views of the
place of oracy in the curriculum, of their practices in this area, and of
the importance of the speaking and listening tasks identified. Group
rather than individual interviews were used for two major reasons:

1 Informal pilot interviews with individual teachers had indicated
that, in general, teachers had not thought very much about the
place of oracy in the curriculum or about specific practices
that they used or could use 1n their teaching. However once one
teacher in the group situation suggested an answer to a question
in the interview, the other teachers were able to go on from

that point and communicate their own views and practices.

2 It was less time-consuming to interview four or five teachers

in this situation.

Although it had not been planned for, the group interview situation
seemed to make it easier for teachers to respond frankly to questions even
when their responses might not show them in a particularly favourable
light. Apart from the presence of other teachers being a possible
impéﬂiment to flights of fancy by an individual teacher, the supportive
group of their fellow teachers in the presence of an unfamiliar interviewer
seemed to greatly faciiitate the giving of information by the teachers.

It is well known *hat interviewees normally desire to please the inter-
viewer by responding in the way they think he or she would like. However
in answering Question 2, teachers were clearly not greatly influenced by
this desire. Very few mentioned oracy as a major area in their program,

although they all knew that oracy was the subject of the interview.
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Teachers were interviewed at 12 primary and 7 secondary schools in
four States only. There was also an attempt to include one primary and
one secondary school in each of the four States where a particular emphasis
was placed on oracy. These schools are referred to as 'paragon' schools
when the results of the interviews are reported in this chapter. No attempt
was made to randomise the sample of teachers or of schools. Consequently

only an indication of the range of teachers' views on oracy was possible in
the feasibility study.

Summaries of Teacher Opinion and Practice

Primary Teachers

It was not always possible to identify paragon primary schools in the time
availiable. Where such schools were identified, the teachers interviewed
did not differ in their responsecs from teachers at other primary schools.

Consequently no reference is made to paragon schools in this section.

The primary teachers interviewed wire classroom teachers with classes
from Year 3 to Year 6 inclusive. Each of the items from the interview

schedule is now taken and the answers given by teachers are summarised.

1 What is the source of the English curriculum you teach?

There was a high degree of consistency in replies to this question
with no discernable differences in replies from teachers in different
states. In general, teachers considered thit they devised their own
curriculum either individually or in small groups of teachers at the same
school. Further information on the sources of curricula used is presented
in Chapter Six where responses from a more representative sample of primary

schools are reported.

The teachers further stated that they based their ideas on a variety
of sources. Most frequently mentioned were the following:

* Education Department statements, curriculum guidelines or courses
of study. In some cases this was by far the main source of ideas.
Commercially-available texts and other materials.

Their own individual assessment of the needs of students.

In one case a particularly active Principal was given as the major source

of ideas and practices adopted in the English program of the school.
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2. What are the major areas in the English program you teach?

There was less consistency in answers to this question with a dichotomy

between teachers who taught an integrated program without identifying areas
within the program and teachers who did identify arcas even though they may
have taught an integrated program. Many teachers in the former group
consistently used¢ = thematic approach in their teaching whereas those in

the latter group tended to use this approach less frequently.

When tcachers did mention specific areas in response to this question,
oracy (or speaking or listening separately) was very infrequently given.
This is particularly interesting because the intervieweces knew that 'oracy'
was the subject of the interview, yet it did not feature as an area in the

descripcions of their English progréms given by teachers.

3. What importance should be placed on oracy in the curriculum?

As might be expected in the interview situation (answers to the previous
question notwithstanding), all teachers saw oracy as important in the school
curriculum. ©On balance, the majority of teachers interviewed thought that
oracy was important in itself although almost half the trezachers saw oracy

1.rgely as a means, basis or foundation of literacy to come.

There was a tendency for teachers to consider oracy as more important
than literacy, at least in the primary school. Others stated that oracy was
more important in the infants and lower primary years whereas literacy was
of increasing importance thereafter. However, the view was also expressed
that literacy was always more important in the school situation even though
oracy may be of greater importance outside the school. As one teacher said:

They (oracy and literacy) are hard to separate, but what

I rate important as the end product from primary school
and possibly up till the time they leave secondary (school)
is probably literacy development, that is in the schooling
situation.

Teachers holding this view saw oracy in the schow/ as a means to assisting

further learning.

In summary, most of the primary teachers interviewed considered that
the development of oracy abilities was at least as important as liiteracy
even though it was not the responsibility solely of the English program.
This question was also pursued with the larger sample of primary schoocls

and is reported in Chapter Six.
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Most teachers thought that listening and speaking abilities were
equally important. However, a significant minority view was that listening

abilities were more important because 'listening precedes speaking and is

particularly necessary for furthter learning in the classroom situation'.

4. Could you give onc particular reason why oracy is important?

Almost all teachers considered that social communication was the major
reason for the importance of oracy development and, in this, functioning
as a citizen and 'develop as people' were included. This answer was given
by some interviewees who had responded to Question 3 that oracy was largely

a means to literacy in the school situation. It seems that these teachers

were making a distinction between the importance of oracy abilities

generally and their importance within the school curriculum.

A few teachers agreed that-the major reason for the importance of
oracy development was 'to aid further learning at school'. These were also
the teachers who had responded that oracy was not important in itself in

answer to Question 3.

5. Is oracy development equally important for all students?

The general view of teachers was that oracy development was equally
important for alil students although some students would require much more
help than others in achieving the development desired. In particular, shy,
migrant and other socially disadvantaged students were identified as needing
more help than some other students. Some students were competent and
confident in the oracy area, apparently naturally, and assistance was
unnecessary. However, continued oracy development was considered to be no

less important for these students.

The minority view was also expressed that weaker students who may
never become fully literate should receive every assistance in developing
their oracy abilities because this could be the only avenue of communication
available to them. In that case oracy development was seer as more
important for them than it was for other students. This view reflects the
emphasis placed on social communication as the major reason for the import-

ance of oracy in answer to Question 4.

6 Are there ages of students where oracy develcpment is more or less

important?

Although oracy development was considered to be equally important at
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all ages in the primary school, the teachers generally thought that more
emphasis could and should be placed on oracy development in the infants
and early primary years. Students were less self-conscious at these ages

and therefore found less difficulty in using oral methods in the classroom.

7. Are there some listening and speaking abilities which you feel are

more important for schools to develop ia students? If so, which

abilities are morc important?

A number of groups of teachers interviewed were able to recall long
lists of abilities developed in their school programs. To a large extent
these lists anticipated a later section of the interview in which the
interviewees were to be presented with lists of tasks or competencies
which might be included in a school's oral language development program.

The 1list produced by adding the contribution of every teacher is now given.

* Recognizing sounds that belong to a particular object.

* Isclating single sounds.

* Developing memory.

* Developing concentration.

* Developing auditory closure, that is the abilify to block out

interference and distractions and to concentrate on what is
important.

* Interpreting non-verbal communication and visual cues, such
as hand and facial movements.

* Developing listening attitudes by helping children become aware

of the importance cof listening as part of a two-way communication

process,

* Listening selectively.

* Listening to stories then (i) retelling the story,
{ii) answering formal and informal

questions,

(iii) getting the sequencing correct, or
(iv) comprehending specific details.

* Developing a language of listening, that 1is, a vocabulary to

describe what is heard. (e.g. classifying sounds as ugly, harsh,

pleasant, soft, loud, etc.)

* Developing an effective use of intonation when speaking.
* Organizing thoughts before expressing them so that what is
said is relevant and clearly expressed.

* Comprehending spoken language.

O
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* Speaking fluently and confidently to the class.

* Speaking expressively, clearly and in an entertaining fashion.

* Using formal language.

* Using informal language.

* Expressing an idea.

* Reviewing a book orally.

* Repeating a set of instructions.

* Carrying out a set of instructiomns.

* Taking messages.

* Reporting an event.

* Reading aloud set texts or own compositions.

* Participating in class discuSsion.

* Arguing logically in a discussion.

* Gathering information.

* ‘Orally presentating a Tresearch project to class and then
answering questions asked of student by classmates.

* Debating.

Thinking critically such as the discrimination of media and
other influences.
Making ¢2cisions and choices discriminatively.

* Making judgements concerning what is heard.

* Discerning persuasive techniques.

More generally, it seemed that most teachers had not given detailed
consideration to oracy development of students and mentioned only a few
specific abilities, frequently after some thought. Abilities often mentioned

were oral comprehension, formal and informal speaking and discussion.

8. To what extent is it possible to develop students' listening and

speaking abilities in the normal school situation?

All interviewees agreed that it was possible to develop oracy abilities
to some extent in the classroom situation. Most teachers saw formidable
difficulties and restrictions in the personal, physical and curriculum demands
made in implementing an oracy development program, and varied in the extent

to which they thought the difficulties could be overcome.

Difficulties and restrictions most frequently mentioned were:
* Class size. It was considered difficult to obtain a meaningful

contribution from many students in the course of a lesson.
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* Time requir:d. A balance was needed between the very time-

consuming nature of oral language work and other important

aspects of the school program.

The individual nature of oral language work. Class management

becomes a problem.

* The physical layout of classrooms. A need for withdrawal areas
was stressed.

* Noise level. A higher level of noise is necessary in oracy

lessons. Although carpet in the building would help, the noice

level can present problems for people in adjoining classrooms or

offices.

Knowing what to do. Many teachers feel they have little knowledge

in this area and that insufficient guidance is available.

There is nothing concrete to show as a result of an oracy

development program. Some teachers clearly felt a need to have

completed projects or written work in books to show to parents,

principals and school inspectors. The following statement by one

teacher amply illustrates this point.

Another thing that cripples the effort we put into
listening skills is a fear that has been inbred in
teachers over a number of years of having some recorded
proof of what you've done. If the principal walks in
you can show what you've done today in maths, what
you've done in spelling, what you've done in writing,
it's all there. You can't put anything down that proves
the child has l1istened and obeyed the instructicns, and
I think teachers are a little wary of this. If you've
been in a classroom for forty minutes and the inspector
walks in and wants to see what you've been doing there's
just nothing, there's nothing there, you haven't a pencil
on the desk or a piece of paper but the kidcies could
actually be achieving very good work...

9. As most communication is oral, not written, do you think that enough

time is spent in schools on developing students' listening and

speaking abilities?

A majority of teachers thought that enough time was spent on oracy
development, with most stressing that much more time was now spent in this
way than ever before. These interviewees considered the appropriate balance

had been reached.
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A large minority thought that more time should be spent on.oracy
development because of its importance for students. However, they saw
przctical problems relating to balance in the curriculum and the 'easier'
classroom management situation involved in reading and writing as limitations
on increasing time on oral language development. Some teachers referred to
the relatively large amount of time committed to oracy in an incidental
way during other lessons as something of a substitute for what they saw as

insufficient time specifically on oral language development.

Only one teacher who had stated that the real concern of the school
was with literacy, not oracy, thought that too much time was spent on oracy

development.

10. Is there anything which you plan specifically to assist the

listening and speaking development of your students?

In each case the interviewees eventually gave a long list of what they
do specifically to assist listening and speaking development. Although there
was often an initial delay while teachers thought about this question, once
one teacher started to give ‘examples, others rapidly followed. This was
another indication that the teachers had not given much specific thought to
oracy. The only activity which was mentioned as being done by every school
except one was 'News'. This school had substituted prepared talks for news.
The first ten activities mentioned are listed below in descending order of
frequency. No order is implied within the other two categories.

Most Often Mentioned

(1) News or morning talks.

(2} Reading aloud a set text.

(3) Drama and plays.

(4) Informal debates.

(5) Prepared talks.

(6) Answering questions orally.

(7) Giving a report.

(8) Comprehension of spoken material.
(9) Discussions.

(10) Listening and speaking uc.ng a tape recorder.




Mentioned More than Once

* Extracting the main points from a spoken extract.
* Tongue twisters.

* Asking questions.

* Presenting individual assignments orally.

* Retellinv a story.

> Book reviews.

* Conducting assemblies.

* Describing an object orally.

Mentioned Once Only

* Emphasizing importance of listening.
* Listening with eyes closed so that only ears function.
* Listening games. e.g. carrying out instructions, drawing a
diagram from oral instructions.
* Listening to a story for pleasure.
o Listening for a specific point.
* Listening post activities.
* Listening co a spoken extract, then either writing it down,
retelling it orally, or summarizing it.
* Writing down the main points after listening to a story.
* Writing down notes from a talk.
* Writing answers to spoken questions.
* Listening and speaking games.
* SRA reading skill builder (including a listening skills program).
- Memory games e.g. 'I went to the shop and'bought caes'
Pass the message.
* Remembering sequences of numbers and writing them down.
* Auditory development.
* Dictation of words, groups of letters, or numbers.
* Reading aloud - own stories and work.

- poetry.
- mathematical facts.
- somecone else's work.

* Individual, group, or class repetition of verses.

* Recitation.

* Poetry, verse speaking.

* Nursery chymes.

* Speech exercises and drills such as breathing.

o Correction of speech while children are talking.
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Appreciating the beauty of oral language.

* Word patterns.
* Prepared talks.
* Impromptu talks.

Talks prompted by picture-stimulus material.
Answering questions after giving a talk.

* Questioning a speaker.

How to ask a question.

How to reply to a question.

vl
-

- * Group work.

Oral presentation of group projects.
* Interviews.

Distinguishing recorded commercials.
Analysing spoken advertisements.

Preparing stories from newspaper articles.

* Open-ended stories.
* Compering shows.
* Corcerts.

There was considerable variation in time spent in this way with higher
grades spending less time than lower grades in the primary school. The
average times given varied from one hour per week to the equivalent of one
full day per week. The majority tended to identify approximately three to
four hours per week as being spent specifically on oracy development. It
was interesting to note that even where teachers stated that only one hour
per we=k was spent in this way, they still gave a fairly long list of

activi-ies which they said they planned.

11. Are there ways in which your students' listening and speaking

development is assisted incidentally?

As was the case in the previous section, many teachers commented on
the difficulty of separating specific from incidental activities in the
oracy area. As might be expected there was a strong consensus that incidental
development of oracy abilities can and does take place almost all the time
throughout the school day. In particular, question and answer sessions,
discussions, listening to instructions and student-run assemblies were
frequently mentioned as learning situations where opportunities for incidental
oracy development existed. The extent to which these opportunities were

grasped was not probed.
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12. Where did you get the method(s) used?

The majority of tcachers stated they developed the methods themselves,
either in consultation with other staff at the same school or as an individual

effort. Other sources given were: Trecall of own schooling, pre-service
teacher education courses, in-service workshops, reading and commercially-

available materials.

13. Do you currently assess your students' listening and speaking abilities?

The majority of teachers initially stated that they do not 'assess'
their students in the oracy area but that they 'evaluate' their performance

'subjectively' or ‘informally'. It was clear that these tecachers equated
'assessment' with formal testing and mark summing, usually for the purposes

of making comparisons between students. In general, most teachers re-
censidered their initial response and answered that they did assess informally
but in many cases they do not write anything down as a result of their
assessment. Other teachers frequently wrote down a comment in a record book
or a report card and monitored a student's progress through the year. A

small number of teachers used commercially-available listening tests but

none used a speaking test. One teacher described in detail that she first
assesses informally and then assesses specific speaking abilities SQch as

speed, accuracy, vocabulary, expression and tone.

Of the two schools where teachers did not want to assess oracy develop-
ment, one school does evaluate informally in this area but the teachers did
not consider this as assessment. Teachers at one of the primary schools
which was selected because it had a particular emphasis on oracy answered
in this way and were concerned about the 'artificial' nature of an assessment

situation.

The major reasons why teachers did not assess more thoroughly in this
area were given as the time necessary for individual assessment, the
difficulty of the task, the lack of availabilit)y of appropriate tests (or
lack of awareness of what tests were available) and, more generally, not
knowing what to do.

...I wouldn't know how to test....orally.
I would (test)...if 1 knew what to do.

14. The questionnsire was completed at this point.

Teachers were then shown lists of listening and speaking tasks and
were asked to state whether they thought each of the tisks were essential,
important, unimportant or undesirable as parts of a school program. The
information obtained from this questionnaire has been summarized in

lChapter Four, and the questionnaire has been reproduced in Appendix Three.
<
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15.

16.

How would you feel about assessing the tasks you have classified as

essential or important (in the questionnaire):

(a) If you were ascessing your own students?

A majority of teachers was concerned about the difficulty of the
task but would like to be in a position to assess their students on
these tasks. These teachers would welcome help in such an assessment
by means of advice and appropriate material to use. A& minority of the
teackers thought that a more subjective evaluation was all that could
be cone and that this was adequate for their purposes.

(b) 1f somecne else assessed your students for the purposes of

curriculum evaluation?

Again the majority thought that this would be useful as long as
jt was well done. It was strongly expressed that teachers should be
given specific results_, and guidelines for each student tested to
maximise the effectiveness of such an assessment program. A minority
of teachers, mainly from one State, saw problems in an 'outsider'
assessing their students. The problems related to how well it was
done, lack of trust of outsiders and what was seen as a probable lack

of follow-up which could benefit students.

What do you think might be the good and bad effects (if any) of

assessing the tasks:

(a) On students?

Most teachers saw no bad effects on students as a result of
assessing the tasks. The bad effects that were suggested related to
stress on students and the possible use of outsiders in an assessment.
The good effects mentioned were Telated to the information which would
become available so long as there was a follow-up of the assessment.
One group of teachers considered that any effect on students would be
good if the assessment was based on tasks not on competition between
students. 1In essence, this group was drawing an implicit distinction

becween criterion-referenced and norm-referenced testing.

(b) On your teaching?

Most teachers thought that an assessment of this type would be
useful for their teaching. They considered it would help by giving
direction to their teaching, making them think about their practices
and providiﬁg useful information on each student's abilities.

Detrimental effects mentioned were a possible imbalance which could
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develop in the teacher's overall oracy program by concentrating on
assessing a wide range of specific tasks, and the danger that an
emphasis on oracy assessment could encourage teachers to redeploy a

disproportionate amount of effort from other activities such as

reading and writing.

(c) On the curriculum?

The main benefits mentioned were that more effective use could be
made of the time presently allocated to oracy in the curriculum if
specific tasks were used as guidelines and yardsticks, and that oracy
would probably be allowed more time in a school day as is commensurate
with its importance. Interestingly, the teachers who had answered
Question 15 by stating that assessment was difficult when attempted by
the teacher and probably should not be done by someone else, responded
here that assessing the tasks would show up shortcomings in the
curriculum and enable corrective action to be taken. Two penalties
of assessing tasks were identified: the time taken would be considerable
and there was a danger that too much emphasis would be placed on the

technicalities of listening and speaking.

17. Do you think that taking part in this interview/questionnaire session

has altered any of your views on the place of listening and speaking

skills in the curriculum?

All teachers responded favourably to this question, perhaps partly out
of politeness. However, they did state some specific ways in which they had

been influenced. These were:

v e * they had been made more aware of the importance of oracy

development and of possibilities for work in the area.

* their interest had been aroused in improving their teaching.

> the group discussion which formed the basis cf the interview had
been stimulating in that they had been challenged to think about
what they now do.

* the Statement of Listening and Speaking Objectives would be useful

in its present form even though there was no detailed guidance

as to how to proceed.

the interview clarified in theilr own minds what they do in

developing oracy skills.




A few teachers suggested that their current practice would be changed
as a result of the interview - some considered that a change would probably
be short term only while others implied a long term change in what they do

could well be a result of the interview.

Sccondary Teachers

Of the paragon schools identified, only one stood out from the other schools
as different in its oracy practices. Teachers at this school responded
differently from other teachers on a number of questions in the interview.
For these questions, the responses of teachers at the paragon school are

reported separately. {(See Chapter Six for a more representative view of

secondary teachers.)

The secondary teachers interviewed were classroom teachers who taught
at least some English lessons to students in Year 7 to 10 inclusive. The
answers given by teachers to each of the interview questions are now

summarised.

1. What is the source of the English curriculum you teach?

The major source of the English curriculum taught at almost every
secondary school was stated to be education department guidelines to which
staff, either individually or collectively, made minor changes as they saw
appropriate. However, teachers at one school stated that there was
insufficient guidance available for them to plan their own curriculum
effectively, so they were forced to do the best they could while recognizing

that their best was not good enough.

At the paragon school, staff of the Speech and Drama Department taught
listening and speaking as part of an oral communication course which was
not mounted by the English Department. They had devised their own oracy
courses which were based on procedures they'had developed themselves, and

not based on texts or other commercially-available material.

2. What are the major areas in the English program you teach?

Most groups of teachers were able to give divisions of the English
program taught. Compared with the primary schools, there was much less

emphasis on the thematic approach although it was mentioned at one school.

Areas of the program identified were:

* Reading

* Writing (expression and some creative writing)
* Drama

* Literature

* Poetry
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Only one teacher identified speaking and listening as a specific area in

the curriculun.

This question had no relevance for teachers at the paragon school who

were not concerned with the English program in general.

3. What importance should be placed on oracy in the curriculum?

As was the case with the primary teachers, the secondary teachers also
saw oracy as an important element in the curriculum. waever, the consensus
in this case was that the major reason for the importance of oracy was the
assistance that oral language development gave to the attainment of literacy.

Success in our school is based on your success to write.
Unfortunately we don't place enough prominence on
speaking and listening skills.

However, the group view at one school was that oracy was important because
students enjoyed listening and speaking more than they enjoyed reading and

writing.

The secondary teachers had some difficulty in comparing the importance
or oracy =sund literacy abilities, perhaps because they had given little thought

to oracy development in their curricula (see Question 2). Responses were
mixed but tended to favour literacy, at least implicitly. (Chapter Six

reports the views of a larger sample of secondary teachers.)

In general, the teachers were also unable to distinguish between the
importance of listening and speaking abilities. However, there was a fairly
consistent view that effective listening was more difficult for students

than effective speaking.

Teachers at the paragon school responded that oracy was at least as
important as literacy because oracy skills are used far more than literacy
after the student leaves school. They agreed with the other teachers that
listening skills were more difficult for students to develop, and added that

listening perhaps required more emphasis as a result.

4, Could you give one particular reason why oracy is important?

The majority of secondary teachers interviewed gave social communication
or 'relatling to people' as the basis of the importance of oracy. This answer
should be contrasted with answers to the previous question when most teachers
stated that oracy was important because of the assistance it gave to literacy
development. However, a minority of teachers also stressed the importance

of listening and speaking skills for learning at school.
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Teachers at the paragon school also stressed social communication
over learning as the major reason for the impcrtance of oracy. As one
teacher who argued for the social importance of oracy expressed it:

We would all claim that a good ability in this (oracy)
field would aid rather than deter intellectual progress
in school. But we don't do it specifically for the
intellectual progress... .

5. Is oracy development equally important for all students?

Again as for the primary teachers, the majority opinion of the secondary
teachers was that oracy development was equally important for all students.
However, some students would need more help than others to achieve some

competence in oracy.

A significant minority view was that oracy development was more important
for the lowest ability group of students. This group would be unlikely to
become fully literate and it was considered important that the sense of
achievement these students could attain by oracy development would be

beneficial for them.

No consensus was achieved by teachers at the paragon school in answer
to this question. Whereas it was accepted that students of lower ability
would be unlikely to gain as much as some students, the idea that oracy
development can compensate for other learning problems was expressed.

I think we spend an awful lot of time trying to teach
the literacy skills when perhaps that time could be
better spent in the oracy field.

6. Are there ages of students where oracy development is more or less

imEortant?

Teachers at all secondary schools (including the paragon school) agreed
that the development of oracy skills was more important at younger age levels,
particularly in the primary school. This answer emphasised the implication
by teachers that most students should have attained adequate oracy skills
prior to commencing secondary schooling. The secondary teachers felt that
they did not have th: same opportunities to help students develop these
skills. This implication lay behind answers to a number of questions asked

during the interviews with secondary teachers.

7. there some listening and speaking abilities which you feel are

m important for schools to develop in students? If so, which

abilities are more impoxtant?

In genernl the secondary teachers had more difficulty in recalling
important abilities thar the primary teachers had expe. ienced. Group
discussion and reading aloud were the most frequently mentioned abilities.
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The complete list of all abilities rated as important is given below:

* Reading aloud
* Group discussion i
* - group research work

- organizing a group
- leading a discussion
* Getting ideas ard feelings across to others

* Thinking before speaking

* Discriminative thinking
* Comprehension including comprehending information
* Teaching a lesson
‘ * Speaking to class as a whole
* Listening to long talks
* Listening to one another
* Asking questions
* Answering questions
* Following directions
* Job interviews and other situations
* Developing poise in an interview situation
* Organizing a letter orally before writing it
* Social skills
- Drama activities.

Teachers at the paragon school also provided, in addition to the
abilities already listed, a numbexr of abilities specifically related to the
worl” of commerce including use of the telerhone, formal introductions and

di- stion of letters.

8. To what extent jis it possible to develop students' listening and

speaking abilities in the normal school situation?

As for the primary interviews, all groups agreed it was possible to
develop oracy abilities in schools with the extent varying with the type of

class and tue teacher's relationship with the class.

Difficulties and restrictions most frequently mentioned were:

* Class size. This was the most frequently given restriction.
* Pressure from senior school staff to have a quiet classroom.
* Time necessary to plan and carry out an oracy lesson.

Peer group influence not to do well in front of the group.

* Need to respect the right to privacy of the student.

* Difficulty ir "nowing how to go about it.
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Most teachers are completely at sea as to how r "1
work could be presented in class or...what was
be included.

Teacher> at the paragon schoo: found i1t was useful to be a separate
department. This gave them the fresedom to make it possible to do a great
deal in developing oracy abilities. Difficulties which they experienced
were related to the status of the department which was seen as 'a luxury'

by some other staff and consequently by some students.

9. As most communicat.ion is oral, not written, do you think that enough

time is speiit in schools on developing studepts' listening and

speaking abilities?

Most groups failed to reach consensus in answering this question.
Those who argued that not enough time was spent on oracy development,

frequently added that '... (you) can always spend more time on most things.

Teachers also referred to opportunities in other subject areas

('language across the curriculum') for oracy development.

The teachers at the paragon school who taught only oracy considered
that not nearly enough time was spent in this way. These teachers suggested
that approximately five times the time now spent was desirable for oracy
development, giving every student five 40 minute periods per week specifically

in this area.

10. Is there anything which you plan specifically to assist the listening

and speaking development of your students?

Group work planaed to include discussion and other oral language
activities, such az an oval report of results of group work, was by far the
most frequently-mentioned activity specifically designed to develup students
oracy skiils. Various types of activities associated with interviews and
the us~ of audi~ and video equipment were also mentioned a number of tim:zs.
The complete lis. of activities mentioned is given below.

Mosi. frequently mentloned activities

k4

Group worn including discussion and research.
* Interviews including being interviewed for a job.

* Use of equipment e.g. tape recorder, film and video.

Activities mentioned more than once

*

Reading aloud e.g. poetry.

* Listening to a passage and answering questions.




> Role playing.

* Students teaching a lesson.
* Debating.
* Drama.

Activities mentioned once only

* Orally presenting book reports.

* Presenting ideas to rest of class.

* Piaying with nonsense words.

* Two-way dialogues between two sStudents.
* Speaking in situations requiring tact.
* ‘Answering a phone.

* Giving directions.

In general, teachers were not able to estimate the time spent per week
on these activities. Teachers at one school did not centribute to the above
list of specifically-planned activities becavuse they reported that only

incidental oral languasc learning took place at their school.

Every student at the paragon school had one 40-minute period per week
taught by a member of the orzl language staff in addition to normal English
lessons. These students also had the option of spending five to thirteen

periods in this way in Years 11 and 12.

11. Are there ways in which your students' listening and speaking

development is assisted incidentally?

incidental developient of oracy abilities was stated to take place
throughout the school day in question and answer situations, and in the
continual interaction between teacher and student and between students. A
number of groups of teachers suggested that full advantage v is not taken of
incidental situations where oral language development could be assisted
because of a lack of awareness by teachers of the possibilities presented.

I suspect I am not aware of it (oracy) enough. This
(the interview) has made me think about it more than
Y would normally...

12. Where did ycu get the method(s) used?

Teachers at all schools stated they had developed the methods them-
selves, either from discussions with other members of the school staff,

as a result of conferences, at in-service courses OT from books.



13. Do you currently assess your students' listening and speaking

abilities?

Approximately half the teachers interviewed stated that they assess
students' oracy abilities informally. The assessments made by these teachers
were entirely subjective and no marks were awarded or recorded as a result
of the assessments. In some cases the teachers recorded a comment for
future reference. The other half of the teachers also assessed oTacy
abilities but did it more formally and recorded marks for scudents. Although
these teachers accepted that there was a large element of subjectivity in
their assessments, they tended to have some criteria against which they felt
they could award marks. They stressed that the mark a student received was
not based on this performance compared with the rest of the class but on
his performance against pre-determined criteria. “Titeria used at one

school included:

* Presentation

* whether a message was conveyed

* Continuity

* Word usage

* Whether comments were construc :ive.

Teachers at one school stated that they z: : marks for listening and spealing
in part because some students 'won't do a thing without a mark at the other
end.' Other teachers, who did little in assessment, suggested the reason
was that they felt inadequate to deal with a spoken language program and

its assessment. One teacher at another school simply statecd that she does

not assess at all in this area because she does not kno how to.

Teachers at the paragon school assess formally where possible and
informally otherwise. Some of the criteria used in formal assessments of
speaking abilities are - 'dibility, intelligibility, ideas, presentation,

structure and effort.

14. The questionnaire was completed at this point.

The teachers. were asked whether they thought that specified listenung
and speaking tasks were essential, important, unimpertant or undesirable as

elements of a school program. The results of this section of th. interview

are summarized in Chapter Four and the questionnai.e has been repiocduced

in Appendix Three.
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15. How would You feel about assessing the tasks you have classified as

essential or important (in the questionnaire):

(a) If you were assessing your own students?

In general, teachers responded that assessment of the tasks they
had identified as essential or important would enable them to assist
students to improve their oracy abilities. However, this positive
response was tempered by concern that they would need help in the
implementation of such assessments if they were to be well done. The
teachers were also concerned 1bout tae subjectivity and reliability
of assessments in the oracy area and about the time needed to make
individual student assessments. A number of teachers again stressed
the importance of assessing students only against the tasks, and not

against each other in a competitive situation.

A few individual teachers felt that students should not be
assessed in this way and that a more general comment on performance
was all that is desirable or necessary. As indicated in the following
comment, some teachers are not aware that assessment does not
necessarily lead to competition throug.. grading.

(You) shouldn't test and grade such skills. Teachers
should not be there to put 7he child down, but to help
them .

(b) If someone else assessed your students for the purposes of

curriculum evaluation?

In general, %nhe teachers would approve of such activity only if
it were a co-owerative effort with teachers having the purpose of
helping the individual students involved, and only if it were well
done with well thought out cbjectives and procedures. Some concern
was again expressed that such an assessment should not result in an

'‘oracy age' used to establish norms.

Teachers interviewed at one school considered that assessment by
an outsider would be too formal and that the tasks identified in the
questionnaire were too limited in any case. This group thought that
teachers should be doing other things which they found to be more
agreeable.

It is not pleasant for a teacher to have to assess and
listen to a child when he is talking to him. (He) should
give all of himself to the child.




Teachers at the paragon school supported assessment of the
tasks they had identified as essential or important assuming it was

well done.

16. What do you think might be the good and bad effects (if any) of

assessing the tasks:

(a) On students?

The respondents split into two groups in answering this question.
One group suggested that assessing the tasks identified would have
adverse effects on students. It was stated that such assessment would
be 'one more hassle' which would upset students to some extent. The
other group suggested that a non-competitive assessment could become
an incentive for students to improve in the oracy area. This second

group felt it was a matter of how- well the assessment was planned and

executed.

(b) On your teaching?

Reaction to this question was most interesting in comparison with
the previous question relating to the effects on students of assessing
oracy tasks. Many teachers who had responded that the effects on
students were likely to be harmful, suggested that such an assessment
could have beneficial effects on their teaching because it would
provide them with useful information on the strengths and weaknesses
of their students. Conversely, some of the teachers who had stated
that an assessment of tasks could be an incentive for students, felt
it may have a detrimental effect on their teaching because of time
constraints and because the assessment of specific tasks was 'too

structured’.

Id

(c) On the curriculum?

In general, there was som¢ concern expressed that task assessment
could lead to a too-structured curriculum. Time was also considered to
be a problem. However, the suggestion was also made that such an
assessment would make teachers re-think what they are doing and why

they are doing it. This could have only beneficial effects.

17. Do you think that taking part in this interview/questionnaire session

ST

has altered any of your views on the place of listening and speaking

skills in the curriculum?

The majority of teachers interviewed stated that the experience had
made them more awarce of what the issues were in an important area of their

teaching. Other teachers suggested that the session had provided a

Q
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reinforcement of what they do. The group of teachers at one school where
little thought had been given to oracy abilities previously, stated that
the interview had helped them to identify and clarify issues and therefore
would have a marked effect on what they did in their English programs.

This (interview)...has brought out a whole lot of
ideas that you've forgotten when you get on with the
everyday task of getting on and keeping the kids in
line; and you sometimes forget to what purposes you
are doing things and when you have-it all outlined
like this, it suddenly pinpoints it and clarifies it.

The staff of the English department at this scheool is currently re-thinking
and planning a new English program. OCne stimulus for this interest was the

oracy interview.

- Teachers at the paragon school were interested in the interview session
but felt that regular meetings were essential i+’ there was to be any effect

on teaching practices.

Relevance of Teachers' Views for the Assessment of Oracy

The group interview method used was successful not only because of the
reasons already expressed, but also because there was a considerable degree
of consistency within a school ou teachers' views and practices with respect
to oracy development. In most cases a 'school view' did tend to emerge.

The degree to whiéﬁ a school policy or guidelines for an oracy curriculum

existed was followed up during testing and is reported in Chapter Six.

Teachers were concerned about the assessment of oracy abilities and
almost all pointed out and emphasised the difficulty of making assessments
and, where they were made, of the subjectivity of their assessments. Most
of the primary teachers and about one half of the secondary teachers would
have liked some help in making assessments of students in this area. The
remaining secondary teachers either felt that more formal and reliable
assessment was not possible or not wanted in the oracy area. There was a
tendency for secondary teachers to think that the oracy abilities of students
should, to a large extent, have been developed in the primary school and
therefore wéfé'of lesser concern to them at the secondary level, at least
as far as their teaching program was concerned. It was considered to be a
useful activity to provide interested teachers with assistance in assessing

the oral language development of their students.

Although most teachers seemed to have given little detailed thought

to the development of listening and speaking abilities, many classroom
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programs and activities had oracy components built in. Teachers at primary
schools were able to identify greater ranges of abilities related to the
development of oracy than were teachers at secondary schools. In general,
teachers considered the development of listening and speaking abilities
listed by the researchers to be important. If the abilities listed had not
been consistent with classroom practices or at least with what the teachers
thought were appropriate abilities to develop, there would have been little

point in proceeding to the assessment stage of this project.
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CHAPTER FOUR

TOWARDS A MODEL FOR ORACY ASSESSMENT

The Assessment Model

Much of the oracy curriculum described in Sectior A and the classroom wural
language development work reported in Chapter Three were task oriented.

The intention of the curriculum statements and teacher practices described
was that studenfs should be able to do certain things. Frequently the tasks
were closely related to the development of skills or abilities in different
contexts. Consequently an assessment model that is related to classroom
practice probably should emphasise che measurement of tasks closely related
to student abilities, although other aspects of oral language use such as

context and purpose should not be ignored.

Lists of listening and speaking tasks were developed by means of a
purposefully uncritical gathering of all tasks or competencies that one or
more authors, researchers or teachers had thought to be important in the
oracy area. The tasks were then c¢lassified on a three-dimensional framework,
the dimensions of which were the ability of the listener or speaker, the
context of the task and the purpose intended by the listener or speaker.

The framework which has been developed to provide a meaningful classification
of listening and speaking tasks was simply one of many approaches which could
have been used. t is similar to the classification used by Allen and Brown
(1976) but differs somewhat from the classifications of listening proposed
by Crink and Buntley (1955) and Duff and Clark (1976}, and a classification
of speaking used by Tough (1976).

As statel above the tasks identified were classifiedlaccording to the
three separate dimensions of:

1 the listening or speaking ability required,

2 the context of the listening or speaking task, and

3 the purpose in listening or speaking.

Each of the three dimensions were used to classify the tasks and three
separate categorizations of tasks could be formed in this way. Alternat-
ively, the three dimensions may be combined to form a framework in which
each task is allocated to a cell in @pe three dimensional lattice so formed.

The latter procedure is useful in determining which are the important areas
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and which areas may have heen neglected in an oral language program. The
ability dimension was seen as the key one in a program concerned with the
development of listening and speaking skills by students. Consequently it
has been used as the basis for classifying listening and speaking tasks and

competencies.

The Ability Dimension

A range of listening and speaking abilities or skills at differing levels

of language complexity are required for effective oral communication. Four
categories of language have been identified as a means of grouping the
abilities: oral vocabulary, literal meaning, implied meaning, and analytical
and critical thinking. Obviously the categories overlap to some extent but,
in general, each of the listening and speaking skills can with careful

judgement be placed into one of the four language categories.

Oral Vocabulary. The skills which are considered appropriate at this level

are concerned with identifying and supplying words, statements and their
meanings, to provide the basis for comprehension and use of oral language.
The required listening skills are concerned with the abilities to recognize
and understand rpoken words and the relationships between words. The
speaking skills are related to the abilities to supply and pronounce
appropriate words or simple statements in order to indicate a basic under-
standing of language, not for elocutionary purposes. Both the listening
and speaking skills are closely related to word knowledge. Examples of
skills identified as concerned with oral vocabulary were identifying and

correcting inappropriate word usage.

Literal Meaning. The skills appropriate at this level are the comprehension

and use of words and statements in different contexts where language is
used for communicating informatioﬁ. The listening skills required involve
comprehending of the literal meaning of what is heard in order to follow and
understand a statement, explanation, description, instruction or other
transactional language. The listener is also required to show some indic-
ation of content retention and a satisfactory short term ~uditory attention
span. Listening to a continuous exposition involves a complexity of skills.
Skills or abilities involved with literal meaning are not always easy to
distinguish from those involved with implied meaning. Even in transactional
discoarse they involve not only an~understanding of spoken words, because
deriving the total meaning from a statement depends upon the style of

narration, the attitudes of the speaker. the subtle meaning of the words
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employed, clarity, veices and emphasis placed on different parts of state-
ments. The distinction between literal and implied meaning made in this
case is particularly one of relative emphasis and involves the use of
judgement. The listener is also required to indicate that he can follow

spoken instructions by performing in a defined manner.

The appropriate speaking skills are concerned with the ability to
describe literally what is secen, hecard or thought in a style that shows
some form of progression and unity in the language used. Clarity of
expression, sequencing of events, the relevance of information provided and
the context of the speech are of prime importance. The speaker 1is also
required to give explanations and instructions, the meaning of which also

depend largely on clarity and sequencing.

Implied Meaning. The skills required here are the abilities to comprehend

and use words and statements where speech has the purposes of identifying
and expressing intentions, feelings, attitudes and emotions, and where the
literal meaning of language assumes lesszr importance. The listening
skills involve the ability to comprehend the inferential or implied meaning
of what is heard, to infer missing parts of a conversation from what is
actually heard and to understand differences in meaning brought about by

di fferent emphases and gestures. A listener is required to be aware of the
di fferent levels of meaninyg and to make sophisticated connections between
imagery and fact. He is expected to respond to context and tone and to
infer meaning which goes beyond a literal understanding of what is heard.
As stated above the classification of a skill as concerned with literal or

with implied meaning frequently is a matter of emphasis and judgement.

The speaking skills are concerned with the ability to discover,
explore, structure and express personal feelings, ideas and experience
through the use of imagery. The inferential meaning of what is said is
sometimes different from what is actually spoken because the speaker
communicates feeling, emotion and atmosphere in addition to the literal

meaning conveyed by the words used.

Analytical and Critical Thinking. The skills required here are the

abilities to make and to express critical judgements concerning thc logic,
consistency, relevance and purpose of what is heard or spoken and the
ability to participate logically, cogently and persuasively in discussions.
The listener needs to exhibit the abilities to analyse and to reason in

addition to making inferences about the meaning of speech. The appropriate
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speaking skills also require that the speaker has the ability to express
cogently and persuasively a view or opinion based on his critical judgemant
and to discuss his views logically. He is also required to summarize his

own and others' ideas orally.

The Context Dimension

The form of listening stimulus material and spoken expression will vary
according to the context in which it is presented. For listening, the
situation in which the stimulus is presented, the speaker, and his purpose
in speaking are likely to be external to the listener although this will
depend on the degree to which the purpose is shared between the spesaker

and the listener. For speaking, the situation, the audience and the
purpose in speaking, while not external to the speaker, provide the context
of the oral communication. They provide different contexts for the
listener or speaker which considerably influence the specific requirement
and difficulty of his task. In general, the context dimension may be seen
as forming a continuum between formal and informal requirements. It is
considered likely that performance in the formal communication contexts
could be facilitated by specifically-directed school programs whereas
performance in the informal contexts are ur.likely to be influenced directly
by curriculum or classroom practices. This formal/informal classification
of contexts is similar to the formal, semi-formal and intimate classifi-
cation used by the Queenslana Board of Secondary School Studies (1974:4

and 6).

‘Formal Context. Within this category a distinction may be made between

communication which consists largely of a one-way process, either listening
or speaking, and communication where the process is essentially two-way
requiring both listening and speaking. The one-way process is represented

by the following .»rms of communication:

narrative and exposition commzitary
description 2 report

a short talk a lecture

a cimple explenation a recitation
instructions Teading aloud
directions story telling

The two-way process would include discussion, seminars, debate and inter-

views.
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Informal Context. Most informal oral communication consists of a two-way

process in which the roles of speaker and listener are exchanged rapidly
and in which the bond between speaker and listener is particularly
important for effective communication. Examples of informal oral commun-
ication are conversation, both casual and argumentative, some story telling
and explanation which in different situations are formal communications,

and use of language in unrelated words and sentences to eXxpress emotions.

The contexts for oral communication are essential components of the
listening and speaking *asks and competencies listed in the next section.
Both the formal and the informal contexts described here will be observed

in the specific tasks and competencies categorised by the ability dimension.

The Purpose Dimension

The usage of oral communication which a listener intends and the purpose a
person has in speaking should be considered as important in a program
concerned with the development of listening and speaking skills. Five
categories of purpos- in listening and speaking - personal, recicational,
classroom, business and citizenship - have been identified and are
described below. The categories are similar to the four cacegories used
by Hitchman (1965a:8) to describe the need for verbal communicatior

personally, socially, economically and nationally.

versonal. This category is typical of the home and pear group and is
perhaps the least able to be influenced by school programs concerned with
‘the development of listening and speaking skiils. The context here 1is
likely to be informal and full mean.ng of thc communication is gained only

because the speaker and listener are well known to each other.

Recreational. This category refers to any oral communication activity

which is participated in for picasure Auring leisure time. The context
may be formal, such as listening to or participating in drama or other
oral presentations, or informal such as participating in general conver-

sation and discussion groups.

Classroom. This category refers to any oral communicatinn particirated
in during normal class time for the purpose of learning. The context
would normally be formal with an emphasis on content and exchange of
information. The lev : of listening and speaking skills reyquived in this
situation would be such as to permit the studen’ to become un independent

learner in the classroom.
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Business. This purrnse in listening or speaking is typical of the
commercial and industrial world. The oral communication able to be
received or given would tend to be formal and would need to be sufficient
for employment and for everyday business transactions if a person were

to be independent of others for financial support arnd every.iay living.

Citizenship. This purpose is connected with government and other large

and small service and community organizations. The context would tend to
be fermal and the oral communications would be tnose which, in addition
to those required for business purposes, make it possible for a person

to partake fully as an aware and responsible citizen in Australian society.

The Classification of Tasks

The complete lists of tasks and competencies finally developed have been
presented in Appendix Four. Where possible in each category, listening

and speaking tasks and competencies which were considered to be equivalent
have been given the same number and have been shown opposite each other in
the table. Where no equivalent listening or speaking task was found, the
appropriate space has been left blank. As stated above, listenins and
speaking skills were grouped in terms of categories on the ability
dimension described; oral vocabulary, literal meaning, implied meaning, »nd
analytical and critical thinking. The skills are those which could form
part of an oral language development program in a school and are expressed
in terms »f tasks which could be performed by students or competencies
which stucdents might possess. Not all of the tasks and competencies listed
would have a high priority in all ¢:hools but all are potential objectives

of a schooi program.

The opinions of teachers, the Advisory Committee for the study and the
research team were used in the selection of tasks for possible assessment.
Thus the tasks were not selected on the basis of a factor analysis or other
analytic method but on the collected judgements of the three 8roups
described. Interested readers shoula inspect the complete lists of tasks
in Appendir Four and the selected lists shown subsequently in this chapter
in Table 4.5 and form their owr. opinions of the validity of the selections

made. The selection method used is now described.

Method of Task Selecticn

As described in the previous chapter, teachers were given the lists of

listening and speaking tasks towards the end of the interview and asked
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whether they considered each task was an essential, important, unimportant
or undesirable component of a school's curriculum, on the basis of the
importance c¢f the task for the language development of students. The
results from this questionnaire are given in the next section. In general,
most teachers rated most of the tasks as essential or important, however
th.> more formal tasks, such as debating, tended not to be considered as

important and other tasks were also rated as important by fewer teachers.

The Advisory Committee provided an independent view of the importance
of each of the tasks. At the time when the members made their assessments,
the results of the tcacher questionnaire were not known to them. However,
they had access to lists of possible assessment procedures for each task,
which the teachers did not have, when they rated the tasks. TIn considering
priorities, the major concern of members of the Advisory Committee was the
importance and significance of the task and they based their decisions to
a large extent on the detailed suggestions for assessment which were
provided by the research team. 1In doing this they were in a better
position than the tcachers had been because they had something more
concrete on whirh to make a decision concerning the importance of the task
than simply a statoment of the task itself. It was also evident that the
Committee mewmnhers in additi-» took into consideration the possibility of
making a reliable assessment of the task. Thus they were using more
information than the teachers and were also, i1 part, working against
different criteria in their estimation of importance. “"*z Committee
suggested priorities for assessment of tasks and these priorities were

most useful in the selection process.

Finally, the research team added its view of the relative importance
of cach task and attempted to integrate the vi +s of the teachers and
Committee members. The team did this in the clear knowledge that the time
available for assessment would be very limited and that a task would have
to, receive very high priority if it were to be assessed in the courcs of

this study.

Teacher Ratings of Importance

In the questionnaire included in the interviews with primary and secondary
teachers, the teachers were asked to react to a large number of listening
and speaking tasks presented to them. They were asked to classify each

task as essezntial, irvoartant, unimportant or undesirable as a componer: of
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a school's curriculum, on the basis of the importance of the task for the

language development of students. The teachers were given the following

definitions:

1. Essential: an essential task is one which students must be
ablz to perform and which is essential in a school's

language development prograa.

2. Important: an important task is one which students should be
able to perform and one which is important, but not
essential, in a school's program.

3. Unimportant: an unimpecrtant task is one which students do not need

to be able to perform, perhaps becauss it is trivial
or little-used, and which therefore is relatively

unimportant in a school's program.

4. Undesirable: an undesirable task is cne which you would specifically

exclude from a school's program, perhaps because it is
total’y irrelevant or even objectionabie as a component

of a language development program.

Completion of the questionnaire was located towards the end of the
interview to ensurc that the teachers could not have been influenced by its
content or approach in giving their answers on the place of oracy in the
curriculum and describing their teaching practices in the oracy area.
Questionnaires were completed by 5& primary and 33 secondary teachers in
four States. Becavse of the relatively small numbers of volunteer respond-
ents, the information obtained has been used only as a general jndication
of the views of teachers. The questionnaire is reproduced in Appendix

Three, after the interview schedule.

The Ratings Given

The teacher questionnaire was based on the tasks included in an original
statement of listening and speaking objectives, net on the revised lists of
tasks in Appendix Four. Conscquently, the names of the four categories of
listening and speaking abilities were different and tl.re were also ninor

differences between the two statements for a few of the tasks themselves.

In general, both the primary and seccndary teachers respe.. led that
most of the tasks listed were ecither essential or important. However,

there werc some tasks which rece’ 'ed less support than others. Table 4.1
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Table 4.1 Listening Tasks Considered Unimportant or Undesirable by

at Least 20% of Teachers (Indicated by x)

Task (Abbreviated) Primary Secondary
Teachers Teachers

1.4 Identifying rhyming words P
2.2 Knowing meaning of slang terms, etc. X b
3.6 Comprenending gestures and facial expressions X
4.7 Evaluating organization of what is spoken X

4.23 Identifying intended audience X

4.25 Determining relative status of the speaker X x
4.26 Determining relationships between speakers X X

- - - 3 - I -
gives the listening tasks which were rated as being unimportant or

undesirable by at least 20 per cent of either primary or secondary teachers.
Speaking tasks similarly rated are listed in Table 4.2. These seven
listening and nine speaking tasks were the only ones not to receive almost
unanimous support from teachers. The only task considered to be unimportant
or undesirable by a majority of teachers was chairing a meeting, seminar

or debate. Very few teachers rated any task as undesirable. It is also of

interest that the listening and speaking tasks most consistently given a

Table 4.2 Speaking Tasks Considered Unimportant or Undesirable by

at Least 20% of Teachers (Indicated by x)

Task (Abbreviated) Primary Secondary
Teachers Teachers

1.4 Supplying rhyming words X
2.2 Supplying meaning of slang terms, etc. x X
2.11 Supplying a commentary X X
3.4 Using figurative language to create mood X
3.10 Conversing in different situations b
3.14 Describing atmosphere x
3.17 Participating in drama X
4.16 Participating in a debate x X
4.19 Chairing a meeting, seminar or debate X X
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Table 4.3 Listening Tasks Considered Essential by at Least 8C%

of Teachers (xx) or 50% of Teachers (x)

Task (Abbreviated) Primary Secondary
Teachers Teachers

1.1 Identifying spoken words using pictures X
1.2 Distinguishing between homonyms by context X
1.3 Knowing meaning of words by age level XX b ¢
2.3 Comprehending literal meaning p.4 X
2.5 Comprehending longer statements
2.6 Comprehending directions, instructions and messaje¢s XX XX
2.9 Comprehending information in different situatibns X X
4.3 Judging the validity of the main idea b'd
4.5 Distinguishing between relevant and irrelevant details X X
4.8 Recognizing the speaker’s purposec X X
4.9 Assessinr: the relevance to oneself and others bq
4.10 Recognizing emotive language, propaganda, etc. XX
4.11 Distinguishing betweecn fact and opinion X XX
4.21 Tdentifying underlying assumptions of a speaker X

low rating were the ones concerned with the meaning of regionalisms,
colloquialisms and slang terms (abbreviated to 'slang terms' in the Tables).
Listening tasks concerned with status of and relationships between speakers
were also consistently rated as relatively unimportant, as were the more
formal speaking tasks of supplying a commentary, participating in a debate

and chairing a meeting, seminar or debate.

Since most teachers rated most tasks as either essential or important,
although they had expressed some concern during the interviews that time
spent in developing and assessing oracy was limited, it was decided to
isolate the tasks rated as essential. Two criteria were used: tasks which
were considered essential by at least 80 per cent of teachers and by at
least 50 per cent of teachers were selected. The listening and speaking
tasks which met the criteria are listed in Table 4.3 and 4.4 respectively.
It is clear that more of the tasks concerned with literal meaning and with
analytical and critical thinking were rated as essential. No listening task

from the implied meaning category was selected on these criteria.
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Table 4.4 Speaking Tasks Considered LGssential by at Least 80%

of Teachers (xx) or 50% of Teacher, (x)

Task (Abbreviated) Primary Secondary
Teachers Teachers
1.1 Supplying names for pictures of objects X X
1.3 Supplying meaning of words by age level X
1.8 Recading aloud X
1.10 Repeating commonly used words X
1.12 Answering questions meaningfully X XX
2.3 Stating literal meaning ‘ X
2.5 Supplying literal meaning of longer statements x
2.6 Giving directions, instructions and messages X XX
2.9 Giving and requesting information in different situations  x X
2.13 Stating personal details such as name and address XX XX
2.14 Describing objects by referring to detail X
“3;10 Conversing in different situations X X
3.12 Describing a personal experience X X
3.16 Greeting people X
4.3 Arguing from a valid and accuvate premise X
4.4 Organizing ideas logically =nd consistently X X
4.5 Using relevant material X
4.6 Providing sufficient informnation , X
4.7 Presenting opinions logically X
4.8 Indicating purpose for speaking b X
4.11 Using facts appropriately X X
4.17 Contributing co a -oup discussion b
4.18 Arguing logically in a group discussion X

The tasks most consistently rated as cssential by both the primary and
sccondary teachers were those concerned with literal comprehension for
listening and giving information and instructions for speaking. As might
be expected, there was a greater tendency for the secondary teachers to rate
many of the analytical and critical thinking tasks as essential. The
d1fference in response to thesc tasks by the primary and secondary teachers
wns clearly related to the different zges of the students at the two levels
of schooling. The specaking task related to the meaning of slang terms was

the only task which no tecacher rated as essential.

[#] -
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Although there were wide variations in the degree of support, 1t must
be remembered thut the majority of primary and sccondary tcachers stated
that every listening task and every speaking task, except one, was essential
or important for students. Although the numbers of teachers involved were
relatively small, their views on importance of the tasks werc quite consist-
ent. Conscquently, the results of the teacher questionraire, though
providing little assistance in selecting tasks, provided considerable
justification for the rescarchers’ contention that it was important for

students to be able to perform the tasks sclected for assessment.

The Tasks Selected

When all the information had been collated and differing viewpoints
considered, 22 listening and 22 speaking tasks had been sclected as possible
tasks for asse¢ sment. In many cases the selected tasks were mauags up of a
number of tasks from the more complex list where there had been a large
degree of overlap. Even after this had been done it was found that many

of the assessments suggested could be made simultancously because of the
close relationship between the selected tasks. The tasks have been presented
in Table 4.5 where it should be noted that abbreviated descriptions of tasks

have beoen used. More complete names of tasks have been given in Appendix

Four.

The relatively short lists of listening and speaking tasks sclected
weie possible because there was a considerable measurc of agreement between
the teachers, members of the Advisory Committee and the research tecam
concerning which were the more important tasks. However, there were
differences. For example, teachers on average did not rate the listening
tasks concerned with determining relative status of the specaker and deter-
mining relationships betwecen speakers as important, whereas members of the
Advisory Committce rated these tasks as very important. These tasks have
been included in the selected list. The Advisory Committee also sclected
more of the tasks associated with implied meaning as very important,
compared with the teachers' responses to these tasks, and some of these

tasks have also been included in Table 4.5.

Summary of Section B

A range of oracy tasks which requizress students to possess significant
abilities in listening and speaking has been identified. It was the general
opinion of the tecachers interviewed, the members of the Advisory Committee

for the project, and the project staff that the tasks identified werc
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Table 1.5

Tasks Selected for Possible Assessment,

Larstening

tdent it oimgy ~p ron wards 1.1
Kecogntzaing ~tres  patterns amd soense groups 1.7
Lsctation 1.x
HI
Comprehiendang probable anang of a word. 2.1
Camprehending Literal meansng.
Compevhemdang directions, anstructions and .6
TR FUPEEN
Ketainmny and recalling facts, 2.7
Recopnizing repetation of suame adea on S8
Jifferent words,
Comprehending informition tn different sttuations, AR
. iLto
2,13
N
Identa fyang mand and recopnm 2anyy chanpes an 3.3
tone and moend.
Hevognizang appropriate intonation, 3.5
cxpression, eto.
i
Comprebhendang amplivd meaning. .8
W,
Comprehending vonversation in differnt situntions. .10
3.13
Makaing eritical judgments, 4.1
3,3
Recaghizing emotive language, propaganda, ete. 1.10
LDistinguishing between fakt and opion, 4.1l
4,12
R
Tdentifyin; underlying assumptions ot o aker, 1.1
.
Mscerning a speaker's probable rntent when he .22
uses sarcasm, rony or understatement.
Fdentifying intended audience., 1.23
Determinang a speaker's prohable attitude 4.24
towards his subject .
Betermining relative status of the speaker, 4.25
Doetermining relationships between speakers, P )
IR E

20

Speaking

supplying names of obroects,

Ping appeopriate «trees patterns and sense groups,
fte adang alowd,
Answoring questions meamngtully,
Supplying probable meaning of a word,
Stating literal meaning.
Crygg, directions, instructions and m
-
listing facts in correct order.
Repeating an idea in Jdiftferent words.

Giving and requesting anrormatson an Jdifterent
Greeting peaple.
Stating personal Jdetarls <nch as name and address,

Pescething objects by reterring to detnil,

Speaking with feeling and emotyon,

Usinyg appropriate aintonation, capression, ete.
Supplying inferential or implicd meaning.
Conversing in Jdifferent situntions.

Teiling a story.

I xpressing critical judpments,

Organizing, developing and n:esenting ideas.,

Summariting adeas.

Fresentaing a short talk,
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important for students to be able to perform. The abilities which students
require to perform the tasks :atisfactorily may nced to be cxercised in a
variety of contexts and for a variety of purposes, and the framework proposed
to classify oracy tasks has three dimensions - ability, context and purpose.
The context and purpose dimensions have not been emphasised in this report;
‘the ability dimension has been the focus of the classification of tasks

-7 used. However, the likely context and purpose of cach listening and speaking
“task assessed is suggested when each task is reported in Chapters Scven and

Eight.

It was czlecar from the interviews and questionnaires that the tecachers
considered the development of oracy abilities to be impurtant, and this was
particularlyv true for primary schooling. There was a t:ndency for the
secondary tcachers to feel that the development of listening and speaking
abilities was largely the task of primary teachers, although they did agrce
that oracy was also important in sccondary school programs. On balance,
most teachers saw oracy as important in itsclf becausc of the emphasis on
and needs for social communitcation, however, a significant minority of
tcachers saw oracy as important largely because of its contribution to the

develornment of literacy by students.

There is a need for information on what students can and cannot do
in the oracy area. Once this information has been assessed in specific
terms, it would becomc possible to consider whether the current demanés
being made of students are appropriate. The degree to which the demands
are appropriate would depend largely upon the type of student performance
required, that is, whether the listening and speaking tasks identified are
important for students. However, the level of performance required should
also be considered: it could be that the level set by the tasks is too
high or too low. Only by explicitly stating what it is that students are
expected to be able to do and then considering their actual performance,

could the demands being made of students in this area be evaluated.

By far the majority of the teachers interviewed saw a need for some
assessment of listening and speaking abilities, and most of these teachers
expressed interest in having available some means of assisting them to make
their own assessments. Assistance sought could take the form of advice
as to how to go about such assessments, or could require the provisic of
instruments which teachers would have available for use in their classrooms.

If instruments were to be provided, they should be concerned with the
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assessment of individual student pertformance on the specific tasks ident-
ified and classified as important. This type of assessment would enable

subsequent learning experiences to be planned and structured.



SECTION C

THE ASSESSMENT OF ORACY

BY S. F. BOURKE AND F. HOLZER




CHAPTER FIVE
TEST DEVELOPMENT AND ADMINISTRATION

Unce the feasibility of assessing the listening and speaking of
primary and secondary school students had been established by the methods
described in Section B, assessments were planned and implemented through-
out Australia in 1978. Given the relative dearth of research work into
oracy assessments, particularly speaking, some of the assessments made
were exploratory in nature, and not all proved to be successful. Whereas
details of the assessments are provided in Chapters Seven and Eight, the
purpose of this brief chapter is to describe the *t<3t development process

and the general methodology and administration of the testing program.

Test Development

The assessment of listening and speaking abilities of 10-year-old and 14-
year-old students was seen as a continuation of the Australian Studies

in School Performance project which had been conducted in 1975 and reported
in 1976 and 1977 (Keeves and Bourke, 1976; Bourke and Keeves, 1977).
Consequently the same arguments that had directed that project towards the
application of a functional approach to the assessment of .reading, writing
and numeration using criterion-referenced methods where possible, were also
considered valid for the intended assessments of listening and speaking in
1978. In the case of listening, a criterion-referenced assessment approach
similar in concept to that used for reading in 1975 was adopted. For
speaking, some of the assessment criteria that had been used for writing
were found to be applicable, and the concept of adequacy of response as a
major component of speaking assessment reflects this orientation. As had
been the case with writing, not all the speaking abilities thought to be
important could be assessed in specific terms and global assessments of
fluency, expressiveness and confidence were planned. The criterion-
referenced concept of adequacy of response is similar to that of coherence
measured by Novick and Waters in their interviews with primary school
students (Novick and Waters, 1977:128-129). The assessments of fluency,
expressiveness and confidence were derived from the same source. No measure
of clarity of speech was attempted in the present study because of the
difficulty of making reliable assessments of this characteristic by means

of the resources available.
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The listening and speaking tests were planned so that therc was as much
overlap as possiblice between the tests preparcd for the 10-ycar-old and the
I -year-old students to cnable comparisons in performance and cstimates of
growth between the two age levels to be made. After a considerable amount
of ficld testing of the appropriateness of items, approximately three-
quarters of the items used in the listening tests werce common to both age
levels. TPlanning for the speaking tests originally had somewhat more than
a half of the items common to both age levels but, in the final analyses,

less thun a half of the items reported were common.

Test Administration and Sco.ing

It was clear that i1f students were required to read or write in responding
adequately to cither the listening or the speaking tests, this would
constitute a serious limitation to the tests. Conschcntiy reading was
reduced to a minimum by the use of audio-tape and printed pictures to
provide the necessary stimulus material for the tests. The use of a tape
for the listening tests, with the attendant administration and potential
hearing difficulties, was considered preferable to asking the supervising
teacher to read out the stimulus material. Not only was it preferable to
standardize the test administration by using a tape, but the tape permitted
a wider range of stimulus material than would otherwisc have been possible.
For cxample, a drama sequence involving several participants was included
in the listening tests. The use of a tape recorder to record the students!
responscs for the specaking tests climinated any need .for writing answers.
Teachers recad the test to students in an interview situation except for

thosc sections where the ability to read aloud was being assessed.

As mentioned in the previous section, the tests werec, in most cases,
administered by tcachers. Where this proved to be difficult for schools
to arrange, one of a number of ERDC research scholars undertook the testing.
Detailed administration instructions were provided even for the listening
tests which were largely self-contained. Teachers were asked to test the
six students required in a group, seated in a semi-circle around the tape
recorder so that all could hear it clearly. The tape contained all the
necsssary student inscructions but teachers were asked (by the voice on the

tape} to stop the recorder and to ensure that all students knew what to do.

students ecither placed a tick in the appropriate box for multiple choice

items which were read to them {the alternative responses were also printed),

or followed a simple instruction such as putting a cross on the picture of
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an apple on the page in front of them. In this way any reading and writing
which might have been necessary for the answering of test items by the
students was all but eliminated by the test format. However the alternative
responses for the multiple choice items were also printed on the students’
answer booklets to act as prompts additional to those provided on the audio-
tape. The transcript of the listening tests and the student answer booklets

for the 10 and l4-year-old students have been reproduced in Appendix Five.

For the speaking tests, each student was ‘interviewed' individually
by the teacher (or research scholar) with the interview being recorded on.
tape. The teacher was asked to make it clear that there were no penalties
for 'wrong' answers. A very detailed schedule was provided to assist
teachers and to increase uniformity in presentation of the test. Where
rrompting was permitted, the nature of the prompt was given on the schedule.
The students were also provided with a booklet containing the visual stimuli
necessary for some test items. The speaking test or interview schedules
and the bocklet of stimulus material for both age levels have been repro-

duced in %sppendix Six.

It was recognized that the test performance of those students who were
interviewed by an adult they did not know may have been adversely atffected.
Consequently the relationship between the student and the speaking test
administrator was recorded in each case and is considered in relation to

student achievement in Chapter Nine.

The tests were returned by the schools to the ACER for scoring. Results
for cach student together with interpretative notes werce sent to schools
when scoring had been completed. fach item on the listening tests was
simply scored as correct or incorrect and sub-test scores were calculated
by adding results on the appropriate items. The speaking tests presented
quite a different scoring problem. A number of different types of assessment
were made as described in the previous section, somectimes simultaneously on
the same responsc, and this alone would have made the scoring task onerous.
However the recordings made of student responses werc frequently not of a
high standard and actually hearing what the student had said was often
extremely difficult. In some cases the equipment was faulty and in other
cases it had been poorly used. Thus scoring sometimes necessitated listening>
to each response several times. This greatly increased the time and expense
of scoring the speaking tests. [t was also found that these problems had .
an adverse effect on the reliability of assessments made when responses

were marked by two different scorers working independently. As a consequence
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some assessments were insufficiently reliable and were not reported with

the other speaking test results.

Although many difficulties had been anticipated in the scoring of the
speaking tests, the difficulties actually encountercd were much greater
than had been expected. Trial morking sessions were held and detailed
guidelines were provided for scorers to follow, but it scemed that the
length of the task, the fatigue caused by straining to hear some Tesponses,
and the fairly complex nature of the scoring task itself, combined to
result in markers not always following the guidelines even when responses
werc casy to hear and when there should have been no doubt as to the
appropriate score. Further details of the assessments made and the
reliability of scoring are given in Chapter Eight when the results of

the specaking tests are reported.
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CHAPTER SIX

THE STUDENT SAMPLES

Introduction

The phase of the oracy study which was concerned with the assessment of
specific competencies in listening and speaking was developed along the same
lines as the assessment of reading, writing and numeration carried out by the
ACER in 1/75. It seemed desirable that the students tested in the oracy
study :<ho".ld be selected from populations equivalent to those used in the
1975 s.udy in order that comparisons could be made between student perform-
ance in literacy and in oracy. A basically similar sampling methodology was
also employed in 1978 although there were differences in design necessitated
by the nature of the rasks to be assessed in the oracy study. Details of
the populations and sampling used in 1975 are contained in Keeves and Bourke
(1976:12-24). These details are now summarised and differences between the
sampling methodology employed in 1975 and that of 1978 are pointed out. The
requiremeni was to provide assessments of student performance in the areas

of listening and speaking for Australia as a whole.

The Populations

Two populations, one primary and one secondary, were chosen for assessment.
The populations weie defined by age not by grade, although sampling by grade
is known to be simpler than sampling by age. The different State policies
on age of entry to schooling, promotion and curriculum content make grade
sampling relatively meaningless when combining results to give estimates for
Australia as a whole. Sampling by age does have the advantage that results
are readily understood by interested persons not familiar with different

State policies when Australian results are presented.

The two age groups selected were students aged 10 years and students
aged 14 years as at 1 October 1978. Testing took place during Qctober 1978.
These are precisely the same populations used in the 1975 study when the
rationale for the selection of these two age cohorts was summarised thus:

Age 10:0 to 10:11 years, during the middle primary school
period where the basic skills of literacy and numelacy,
which influence to a major extent all further learning,
shouid have been acquired; and

Age 14:0 to 14:11 years, during the middle secondary
school stage at a level immediately prior to the end of
the period of compulsory schooling, where all students
were still at school. (Keeves and Bourke, 1976:13)
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Quite apart from the desirability of maintaining comparability with the 1975
study, these two age cohorts would seem to be the most appropriate to assess
in a study of performance in listening and speaking. Some of the types of
test items which were needed to test specific listening and speaking tasks
seen as important did require the student to be able to read. This require-
ment effectively prevented a younger cochort than that aged 10 years from
being used in the study although this may have been desirable for other

reasons. A more limited range of tasks cou’d be tested with younger children

1f the resources for conducting entirely individual assessments and developing
appropriate test items which did not require reading could be found. The
argument used in 1975 to support the selection of the 14-year-old age cohort
was still appropriate in 1978 cven though increasing proportions of students

aged 15 years may have remained at school.+~

The populations were subject to one major restriction. Only students in
normal schooling were included. The difficulty in arranging special testing
for students in special schools for the blind, the deaf and the cducationilly
subnormal, for example, would.have been beyond the resources of the proicct.
These students had also been excluded in 1975. The criteria for entry to
special schools differ between States and between regions within States.
Consequently there are some small inconsistencies in the compositions of the
populations being studied. The excluded students were ecstimated to form
approximately one per cent of the age cohorts in 1975 (Bourke and Keeves,
1977:32). There is no reason to expect that this ecstimate would be exceceded
in 1978.

The sampling frame developed in 1975 by the ACER Survey Section was
updated between 1975 and 1978 and used to operationalise the definitions of
the populations for this study. The sampling frame, which consists of lists
of schools in postcode order, provides the numbers of 10-year-old and 14-
year-old students attending each school listed. [n some cases these numbers
were based on information obtained in 1977 and in other cases they were
based cn 1378 information. Inconsistencie< resulting from differences of
this type would be small when taken overall, although differences could be
considerable in individual cases, particularly if a new school were sclected

in the sample.

The schools are classified by type and location in the sampling frames.

The nine categories of schools used in the study are:
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Government metropolitan schools

Government non-metropolitan primary/secondary schools
Government non-metropolitan schools

Catholic systemic metropolitan schools

Catholic systemic non-metropolitan schools
Independent Catholic metropolitan schools

Independent Non-Catholic metropolitan schools

o N s NN

Independent Catholic non-metropolitan schools

9 Independent Non-Catholic non-metropolitan schools.
At the request of the Northern Territory Education Department, Aboriginal
schools were not included in the study although they had been included in 1975.
The collection of performance data from the very small numbers of students
involved would have presented considerable administrative difficulties. The

omission of these schools would have had no detectable effect on the

weighted results presented for Australia as a whole.

The Samples

The Sample Design

Two-stage stratified random samples, sampling first by school and then by
students within a school, were drawn from each of the populations of 10 and
l4-year-old students in normal schooling throughout Australia. Within each
State and Territory the schools were sampled with a probability proportional
to size as measured by the number of 10-year-old or l4-year-old students
attending (as appropriate). Within each school, students of the appropriate
age were selected at random. Although there are in Australia a small
number of schools with students aged 10 years and students aged 14 years,

in no school were both age groups tested.

The nature of the testing program for this study dictated that no more
than six students at each school could be tested. The Speaking Test consisted
of an individual interview which lasted, on average, 25 to 30 minutes. The
Listening and Word Knowledge Tests were group tests requiring a total of 35
to 40 minutes to administer. Thus the total time required for the testing
of six students at each school selected was of the order of three and a half to
four hours. Diiscussions with school principals and teachers when the test
items were being field tested indicated that this was the longest time commit-
ment that many schools would tolerate before withdrawing from the study. The
restriction in the number of students that could be included in the sample
within each school meant that more schcols needed to be selected than orig-

inally intended to obtain sufficient students to keep sampling errors at an
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acceptable level. From the original intention to select 20 schools from
each State and to test 15 students in each school, the number of schocls
was increased particularly for the larger States. As can be seen in

Table 6.1 in the Designed Schools column, the New South Wales and Victoria
samples were increased to approximately 40 schools and the Queensland,
South Australia and Western Australia samples were increased to approx-
imately 30 schools. Approximately 20 schools were selected frem Tasmania
and from the Australian Capital Territory, and 10 from the Northern
Territory. The total designed sample size f{or each age levei was thus

approximately 1300 students.

Execution of the Sample Design

The samples of schools were drawn from the sampling frames by calculating
the appropriate sampling fraction for each State and Territory for the
number of schools required to be selected from each. The schools are listed
in the sampling frames by type as previously described and then by postcode.
If a school declined to take part in the study the next school on the 1list
was selected as a replacement school. Thus the new school would be of the
same type and, in most cases, in the same locality as the school it was
replacing, the intention being that it should be as much like the school

originally selected as possible. ¢

Although the intention was that the designed samples would contain 40,
30, 20 or 10 schools, it will be noted that there are some variations from
these numbers. Variations resulted from rounding of sampling fractions,
from minor inconsistencies in sampling frame totals resulting from varying
dégréés of updating that had taken place for different school types, and
from the small numbers of schools of some types in which it was necessary
to choose between selecting one school or none where, mathematically, the
selection of half a school was indicated by the design. It will be noted
in Table 6.1 that the response rates for schools, as indicated by the
achieved sample, was very high at 97 per cent and 99 per cent for the 10-

year-cld and l4-year-old student samples respectively.

The six students at each school were selected at random and then an
additional four students were similarly selected as replacements for the
original six students if required. Replacements were required when a
selected student had left the school, was absent or was unavailatle on the
testing date, or where a parent had asked that his or her child be not
tested. Parents had been sent a letter explaining the testing program and
had the opportunity to withdraw their child if they wished.
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Table 6.1 Summary of Designed and Achieved Samples for Each State
and Territory

. : . . Achieved
State/Territory Designed Achieved Ratio= Designed
Schools Students Schools Students Schools Students
N "N N N % %

10-Year-01d Sample

New South Wales 41 246 40 240 98 98
Victoria 40 240 39 233 o8 97
Queensland 30 180 29 172 a7 96
South Australia 31 186 31 186 100 100
Western Australia 31 192 29 173 94 90
Tasmania 20 120 20 120 100 100
ACT 21 126 21 126 100 100
Northern Territory 10 60 8 48 80 75
Total Sample 224 1350 217 1298 -97 96
14-Year-01d Sample

New South Wales 42 252 42 250 100 99
Victoria 40 240 38 227 95 95
Queensland 30 180 30 180 100 100
South Australia 30 180 30 179 100 99
Western Australia 30 180 30 180 100 100
Tasmania 20 120 20 116 100 97
ACT 21 126 21 126 100 100
Northern Territory® 9 54 8 45 89 83
Total Sample 222 1332 219 1303 99 98

a Not enough schools were available for ten schools to be selected.

There were a few primary schoo};:which did not have six students in the
appropriate age range for the study. Rather than remove these schools from
the study and thus eliminate small rural schools altogether, in each case
the school selected was linked with the next school on the sampling frame to
form a pseudo-school of at least six l10-year-old students. In one case

three schools were required to make up six students, and all three schools

were of similar size in the same locality.

The lists of students provided by each school were checked at ACER to
ensure that students of the correct age had been selected, that all appropriate

year levels were represented and that both male and female students had been
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selected, when appropriate. A typed copy of the list of students was scnt
back to the school with the testing material, was used as an attendance
register and was returned to the ACER when testing was complete. This enabled
a check to be made that the correct students had been tested and indicatied
where and why replacement students had been used. .Inspection of Table 6.1
indicates that the response rates were 96 per cent and 98 per cent for 10- and

l4-year-old students respectively.

When all data had been collected it was necessary to weight the responses
to produce statistics which represented the Australian populations of 10-
year-old and l4-year-old students in normal schooling. A major distortion in
the raw data had been created by the very large differences in State pop-
ulations in spite of the somewhat larger samples used for the more populous
States in this study. Minor distortions were also created by the small
discrepancies between the designed and the achieved samples. Both distort-
ions were removed by weighting the data from each State so that each State's
contribution to the overall Australian data was proportional to the numbers
of 10-year-old and l4-year-old studei.. as assessed by the August 1978 school

census. The school census informaZion, sample sizes and weighting factors

"are shown in Table 6.2.

Characteristics of the Samples

Some background information on the schools and students in the samples was
collected at the time of testing. Schools were asked to complete a two-

part questionnaire: a School Sheet consisting of questions relating to the
school's program, school equipment usage and staffing information; and a
Student Sheet with questions on attendance, teacher perceptions of students'
problems, experience with tape or cassette recorders and information relating
to the administration of the Speaking Test. The Student Sheet was completed
by the class teacher (primary) or English teacher (secondary) of each of the
six students in the sample. A copy of the complete questionnaire is included
as Appendix Seven. Other school information such as school type and location
was available from the sampling frames used when the schools were selected.
Family background information relating to ethnicity, family size and parents'
occupations was collected in the course of the Speaking Test, the schedule

for which is given at Appendix Six.

The two age samples are now described in terms of the information avail-
able on the school, personal and home backgrounds of students. All proport-

jons stated have been based on the data which have been weighted by State or
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Table 6.2 Weighting Factors for State Samples

State/Territory Populations Achieved Samples Weighting Factors

10-Year- 1l4-Year- 10-Year- l4-Year- 10-Year- 14-Year-

01ld 01ld 01d 01d 01d 01d

NSW 81724 85193 240 250 1.781 1.767
Victoria 68484 67786 233 227 1.538 1.548
Queensland 38594 39291 172 180 1.174 1.132
South Australia 22637 23367 186 179 0.637 0.677
Western Australia 22532 22085 173 180 0.681 0.636
Tasmania 7740 8130 120 116 0.337 0.365
ACT 4250 3849 126 126 0.176 0.158
Northern Territory 2165 1642 48 45 0.252 0.189
Totals 248126 251345 1298 1303

Territory to produce information which is representative of Australian 10-

year-old and 14-year-old students overall.

Schoo! Information

Naturally the school information collected was the same for all six students
in the sample from the one schcol. The first two variables considered, school
type and location, have no missing data associated with them because the
information was extracted from the sampling frames. The information for the
remaining school variables was obtained from the school co-ordinator for tne
study and the proportion of missiné data associated with each variable is

shown 2t the foot of each table.

School Type. Students attending Government, Catholic and Independent

schools are known to differ in achievement in basic skill areas, particularly
at age 14 years (Bourke and Keeves, 1977:81-107). It is reasonable to

assume that there would also be achievement differences for listening and
speaking. The nine categories of schools described earlier in this

chapter were collapsed as follows:

Categories 1 to 3 - Government schools (G)
Categories 4 to 6 and 8 - Catholic schools (C)
Categories 7 and 9 - Independent schools (I)

The proportions of students attending schools of the three types distinguished
are shown in Table 6.3. Almost four-fifths of the students in the samples

attended Government schools, fewer than one fifth attended Catholic schools
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Table ©.3 Type of School and School Location

Student Type of School School Location@

Sample G% C% 1% Metro % Non-metro %
10-year-old 79 18 3 61 40
l4-year-old 79 15 6 60 40

Percentages have been rounded to the nearest whole number.

and three per cent of the 10-year-olds and six per cent of the l4-year-olds

attended Independent schools.

School Location. Although students attending schools in metropolitan and

non-metropolitan areas would seem to differ little in achievement in the
basic skills generally, some more substantial differences have been found
in relation to specific skills (Keeves and Bourke, 1976:98). Schools in
Canberra and in the six State capitals were classified as metropolitan and
other schools as non-metropolitan. The nine categories of schools in the
sampling frame were collapsed as follows:

Categories 1, 4, 6 and 7 - Metropolitan

. Caiegories 2, 3, 5, 8 and 9 - Non-metropolitan

The proportions of students attending metropolitan and non-metropolitan
schools are shown in Table 6.3 where it can be seen that three-fifths of
the students at both age levels were at metropolitan schools and two-fifths
at non-metropolitan schools. The apparent discrepancy whereby the prop-
ortions of 10-year-old students add to 101 per cent results from rounding

error when percentages were taken to the nearest whole number.

School Size. School size was measured by the number of teachers, or equiv-

alent full-time teachers, at the school at the time of testing in October
1978 (Item 7 on the School Sheet section of the questionnaire). Recent
research by Campbeil et al (1979) concerning attitudes of students at smaller
schools indicates that school size may well be related to student performance
generally including oray. The mean numbers of teachers per school for

the 1l0-year-old and the .4-year-old students samples were 17.5 and 50.5
respectively, An indication of the distributions of school size 1is given

in Table 6.4 where the nuribers of teachers have been grouped into several

categories and the propostions of sampled students in these categories are
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Table 6.4 Distributions of Size of School Attended by Students

lSize of School Number of Proportion of Number of
(Category) Teachers Students (%) Students

lO-year—old students

s

1 1 - 5 7 85

2 6 - 10 15 192

3 1 - 15 20 255

4 - 20 23 292

5 21 - 25 15 191

6 26 - 30 10 124

7 31 - 42 8 108
Missing data - 4 52

l4-year-old students

2 - 19 11 148

2 20 - 29 10 126

3 30 - 39 11 147

4 40 - 49 9 118

5 50 - 59 19 246

6 60 - 69 14 186

7 70 - 79 13 157

8 80 + 10 135
Missing data - 2 28

shown in the body of the table. It will be noted that the largest primary
school in the 10-year-old student sample had a staff of 42 teachers whereas
the largest secondary school in the l4-year-cld sample had in excess of
100-£eachers. The categories shown in Table 6.4 will! be used to compare

student performance for varying school sizes.

Teacher Experience. Teacher experience was measured on a five-point scale

ranging from less than 1 year to more than 10 years (see Item 8 on the
School Sheet section of the questionnaire). The length of experience of
classtoom teachers and lower secondary English teachers was requested
because it was thought that it would be these teachers who had the major
impact on the listening and speaking abilities of the 10-year-old and the
14-year-old students respectively. The Advisory Committee for the study
suggested that teacher experience might well be important in the difficult
and relatively unstructured tas» of developing studen:s' oral communication

capabilities.
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Table 6.5 Teacher Experience and Time at School

Average Category Teacher Experience Time at School
for School 10-year-old 1l4-year-cld 10-year-old 1l4-year-old
students % students % students % students %
Less than 1 year 1 3 o 9
Between 1 and 2 years 4 6 35 34
More than 2 but less
than 5 years 34 a5 45 48
Between 5 and 10 years 50 41 -8 4

More than 10 years - - - -

Missing data 11 5 6 5

The distributions of teacher experience for erch school were indexed to
give a single category indicating the average level of experience of teachers
at the school. The distributions of the average level of ecxperience were
then re-grouped into the five categories shown in Table 6.5 where the prop-
ortions of students for each category are also given. It is of interest
that the average experience of teachers in the primary schools sampled was
greater than that in the secondary schools. FHowever no primary or secondary
school sampled had an average teacher experience of more than ten years.

It will be noted that there are somewhat more missing data associated with
this item than with previously-discussed items. Some inconsistencies in
responses to this cuestion were found and in these cases the data were coded

as missing.

Time at School. The length of time primary classroom teachers and secondary

English tcachers had been at the school was coded on the same five-point scale
that was used for teacher experience. The degree of student turbulence, as
measured by the number of schools attended, was found by Bourke and Keeves
(1977:98) to have a rclatively small relationship with student achievement

in Teading, writing and numeration. It was though% that the stability of
staff might be important for students' development of listening and spcaking

which are largely trecated incidentally in school programs. :

The average length of time tcachers had, been at the school was calculated
for each school in the same way as was done for teacher expericnce. The
distributions of students according to their teachers' average length of stay
at the school may also be inspucted in Table 6.5. By far the majority of

schools had an average teacher time at the school of between one and five



Table 6.6 Sources of Language Programs

Source _ 10-year-old Student 14-year-old Student
Sample (%) Sample (%)
The district, region or wider grouping 29 18
The school 59 28
The language department or group of
teachers 23 76
The individual teacher 60 57
Other & 5 5
Missing data -b _b

a For example, other sources indicated included books and personal
reading.

b Indicates less than 0.5%.

years. Again data which were suspected of being unreliable were coded

as missing. '

Sources of Language Program. The school coordinator for the study was asked
to indicate the major sources of the (English)} language program being taught
in the school (Item 1 on the School Sheet of the questionnaire). This
question follows on a similar question asked when teachers were interviewed
at the earlier stage of the study reported in Section B. The proportions of
teachers who indicated each major source are Shown in Table 6.6. It is
clear that most teachers indicatcd more than one major source of the

program as they were invited to do, but that by far the most common major
sources were those within the school itself. Approximately three-fifths

of primary and secondary school coordinators indicated that the individual
teacher was a major source. The school and groups of teachers within a

school were also major sources cf programs.

Analyses were carried out to determine the most common combination of
sources where more than one source had been indicated. These are shown in
Table 6.7 together with the rank order of frequency of occurrence for both
samples. There was a greater tendency for primary schools to have a major
input from the district or wider grouping than was the case for secondary
schools. Very few schools indicated more than two major sources but the

two most common groupings are shown.

Importance of Oracy. The school coordinator was also asked to rate the

importance of developing listening and speaking abilities in the language

program ideally and actually when compared with the importance of reéding

O
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“Table 6.7 Some Common Combinations of Sources of Language Programs

Combination of Sources 10-year-old Student l4-year-old Student
Sample Sample
% Rank Order % Rank Order

Teacher + department or group 7 4 39 1
‘Teacher + school 25 1 14 3
School + district or wider group 19 2 6 6
School + department or group 11 3 17 2
Department «r group + district

or wider 6 5 13
Teacher + district or wider 5
Teacher + department + school 7 12
Teacher + department + district
and writing (Item 2 on the School Sheet of the questionnaire). This

scction of the questionnaire was designed in the light of answers ')
questions concerning the importance of oracy asked during the teacher
interviews reported in Section B. The proportions of responses are shown

in Table 6.8. At both age levels oracy was stated by most teachers to be
of equal importance with reading and writing ideally, but of lesser
importance actually by the majority of teachers. The relatively high
proportion of missing data in the actual column for the 14-year-old

student sample is unfortunate. It would seem that some school coordinators,
egspecially in secondary schools, did not feel able to indicate what actual

importance was placed on listening and speaking in their school's program.

Differences in ideal and actual ra*ings given by individual schools
indicate a dramatic shift at both age levels towards lesser importance in
practice for listening and speaking. These differences were considered

when relaticnships with student performance were calculated and reported.

Availability of Tape or Cassette Recorders. Item 4 on the School Sheet of

the questionnaire requested the number of tape or cassette recorders in the
school in functioning condition. When related to the number of teachers at
the school this variable provided a measure of the availability of

recorders. Recorders would seem to be a most important aid in a school's



Table 6.8 Importance of Oracy, Ideally and Actually

Importance 10-Year-01d 14-Year-01d
Student Sample Student Sample
Ideally Actually Ideally Actually
% % % %

Less important than reading

and writing 1 58 4 70
Of equal importance with

reading and writing 72 36 82 21
More important than reading

and writing 24 3 13
Missing data 4 4 1 8

language development program. A summary of the distribution of the number
nf recorders for every ten teachers at a school is shown in Table 6.9. In
general the primary teachers had far more recorders at their disposal than
did the secondary teachers when the size of the school was taken into
consideration. The minimum number of recorders in a school was one for
primary schools and two for secondary schools. The corresponding maximum

numbers were 39 (primary) and more than 100 (secondary).

Overall Scliool Use of Tape or Cassette Recorders. School coordinators were

asked to indicate how frequently use was made of tape or cassette recorders
in language programs at the school for each Year level in the primary or
junior secondary school (Item 5 on the School Sheet of the questionnaire).
They were offered four levels of frequency from 'Most days! to 'Rarely or

never', plus a fifth option - 'Impossible to generalise'. The results have

Table 6.9 Availability of Recorders

No. of Recorders 10-Year-0l1ld Student l4-Year-01d Student
for 10 teachers Sample % Sample %
0 - 2

1l or 2 9 48

3 to 5 40 36

6 to 10 35 9

More than 10 11

Missing data 5 2
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Table 6,10 Qverall School Use of Recorders, Radio _and Television

Overall Recorders Radio Television
School 10-y-0 14-y-o 10-y-o0 l4-y-o0 10-y-o 14-y-o
Use % % % % % %
Most days 11 3 9 - 14 6
About once a week 2¢ 12 38 8 50 21
Every now and again 44 52 31 31 21 54
Rarely or never 11 16 16 54 8 14
Missing data? 8 17 7 8 7 6
a Answers of 'Imposs: ' .¢ to genesralise' have been added to missing data

in this table.

been averaged and the distributions of mean results for each age level are
shown in Table 6.10. There was considerably more use of tape or cassette
recorders in the primary schools sampled than in the secondary schools.
Whereas 37 per cent of the primary teachers responded that, on average,
they used recorders at least once a week, only 15 per cent of secondary
teachers in the sample responded similarly. However there were more
missing data in the responses from secondary teachers, largely arising from

their greater use of the 'impossible to generalise' option.

School Use of Radio Programs and Television. Items 6§ and 7 on the School

Sheet requested the same information with respect to radio programs and
television that had been asked for recorders. . The distributions of
responses for radio and television are also shown in Table 6.10. The
greater use of television than radio was evident for both age levels of
students. Again usage of both the radio and television media by primary
teachers was higher than that of secondary teachers and this was especially
true of television where almost two thirds of the primary students used it
at least once a week compared with less than one third of the junior second-
ary students. With the exception of the use of radio by secondary schools,
where more than half used the radio rarely or never, the use of recorders,

radio and television reported by teachers was quite high.

Individual Student Information

Data on individual students in the sample were obtained from the Student
Sheet which formed part of the questionnaire completed by teachers and from
the first section of the Speaking Test. It will be noted that there are

more missing data associated with information obtained from the Speaking
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Table .11 Distributions of Students by Ycar and Sex

Sample of Year Level Sex
Students 4 5 6 7 8 9 10 M F
10-Year-01d

Number 225 965 108 631 668
Percentage 17 74 8 49 51
14-Year-01d

Number 7 316 916 64 578 725
Percentage 1 24 70 5 45 56

Test, than that fro ‘e questionnaire. A few schools administered the
Listening and Word ..wledge Tests to all six students but failed to
administer the Speaking Test to all. In addition when students did do the
Speaking Test, the responses to some sections of the test were inaudible
in several cases owing to extraneous noise, faulty recording equipment or

poor use of the tape recorder by the test administrator.

Age of Student. The age range of students in each sample was 12 months

from 10:0 to 10:11 years and from 14:0 to 14:11 years with mean ages of
10:6 and 14:6 years respectively. The age of students was related to their
Year level and tc the State or Territory in which they lived. These

relationships will be examined in later Chapters.

Year Level of Student. As stated earlier, one of the penalties of taking

an age sample is that a range of Year levels results. It could reasonably
be expected that Year level would be strongly related to student achieve-
ment in listening and speaking in the same way it was found to be related
to reading and numeration in 1975 (Bourke and Keeves, 1976:89-91). By far
.. the majority of 10-year-old students were in Year 5 and 14-year-old
v students in Year 9 as can be seen in Table 6.11 where the distributions of
students are shown. However there were also substantial numbers of 10-year-

old students in Year 4 and l4-year-old students in Year 8.

Sex of Student. The sample of 10-year-old students consisted of approx-

imately half males and half females. The disparity in numbers of males and
females in the sample of lﬁ-year-old students was marked, particularly
insofar as the schoo) census information for 1978 indicated that there were
three per cent more males aged 14 years than females of the same age

attending school. Table 6.11 shows that there were 11 per cent more females
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Table 6.12 Distributions of Student Absence in 1978

Number of days 10-Year-Jdld Students 14-Year-01d Students

absent (2 terms) N % N %
0 124 10 141 11
1 -2 271 21 241 15
3 -5 342 26 281 22
6 - 10 267 21 271 21
11 - 15 103 8 128 10
16 + 90 7 112 9
Missing data 102 8 130 10

than males in the sample of 14-year-old students. 1In investigating the

possible reasons for such an imbalance between the sexes, it was noted

that there were more than 30 single sex girls' schools in the secondary
sample but only about 20 boys*® schools. 1In particular girls' schools
predominated in New South Wales which received the highest weighting when
Australian figures were calculated. There was no evidence in the inform-
ation cellected from coeducat ional schools that boys were more frequently
absent than girls although this may have been a contributing factor to the

imbalance in the l4-year-old sample.

Student Attendance Record. The number of days absent for the first two

school terms in 1978 was recorded for each student. The distributions of
student absence were then consolidated into fivé categories and are shown
in Table 6.12. It will be noted that the attendance of the 10-year-old
students was only marginally higher than that of the l4-year-old students
with 57 per cent of 10-year-old and 52 per cent of l4-year-old students
having no more than five days absence. The absonces of male¢es and females

in the samples were compared but virtually no differences were found.

Student Listening or Speaking Problems and Remedial Help Received. The

appropriate teacher for_ each student was asked to indicate whether the
student had problems with listening or speaking and whether (to the best of
his or her knowledge) the student was Teceiving remedial help with listening
and/or speaking outside normal classroom lessons (Items 14 and 15hbﬁ xhe
Student Sheet of the questicnnaire). The results for these items were
remarkably consistent between the two age levels concerned and are shown in
Table 6.13. As might be expected the majority of students were not consid-

ered to have problems. However there were significant numbers of students,



Table 6.13 Teacher Perception of Listening and Speaking Problems

by Receipt of Remedial Help

Remedial Problem 10-Year-01d Students Problem l4-Year-0ld Students
Assistance None Minor Major Total None Minor Major Total
Listening
Receives help 1 1 1 3 1 2 1 32
Does not a
receive help 76 15 Z 94 79 14 2 95

~ b - b
Totals 77 16 3 g7 8C 16 3 99
Speaking
Receives help 1 1 1 3 1 2 1 3@
Does not
Teceive help 77 15 1 93 75 19 1 95
Totals 78 16 2 96° 752 21 2 98P
a Discrepancy in total arises from rounding errors.
b The total is less than 100 per cent as a result of missing data.

amounting to approximately one fifth of the samples, who were considered to
have problems in either listening or speaking or both. Of the students who
were perceived by teachers as having only a minor problem, very few received
help, and of students perceived to have a major problem approximately half
were receiving help. At both age levels students considered to have a major
speaking problem were more likely to be receiving help than students with a

listening problem.

School Use of Recorders by the Student. The appropriate teacher was asked

to indicate the degree of use of a tape or cassette recorder by each student
in the sample in the language course being followed (Item 16 on the Student
Sheet). Inspection of the data in Table 6.14 indicates that, although
considerably greater use was made of recorders by the primary students
sampled, for both age levels there were high proportions of students who
used the recorders rarely or not at all in their language programs. This
may prove to be important when the performances of students in this study
are considered because 6f the need to use a cassette recorder in the

delivery of the Listening Test and the recording of the Speaking Test.

Family Size and Place in Family. 1In the first section of the Speaking Test

students were asked the numbers of brothers and sisters they had and where
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Table 6.14 Use of Recorder in Language Program by Individual Students

Degree of Use 10-Year-0ld Students 14-Year-0ld Students
N % N %
Most days 9 1 2 -
About once a week 161 12 32 3
Every now and again 592 46 473 36
Rarely or never 500 39 763 59
Missing data 38 3 34 3

they came in the family. Family size, where there were more than three
children, was shown to be important for reading and numeration by Bourke

and Keeves (1977:89 and 102) and, with much oral language development taking
place in the home, it could be expected that family size would be no less
important for listening and speaking. The distributions of family size and
place in family are shown in Table 6.15. The very high level of missing
data for place in family results largely from insufficient probing by the

test administrator to determine accurately the student's place.

Place in family has been related to family size for later analyses with
student performance in listening and speaking and the groupings made and
distributions of students are shown in Table 6.16. As there were few 'only
child' students in the samples, these have been grouped with the first born
of families of two or three children. Groupings have also been made for
larger families where there.were small numbers of students in the samples.

The categeries have been kept constant for the two age groups.

Table 6.1°5 Family Size and Place in Family

Number of Children 10-Year-01d Students l4-Year-01ld Students
and Place in Family Size % Place % Size % Place %
1 5 30 2 25
2 30 22 21 24
3 28 14 32 14
"4 19 7 19 8
5 8 3 13 5
6 4 2 4 2
7 2 1 3 1
8 or more 2 1 5 2
Missipg data 4 21 2 19
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Table 6.16 Place by Size of Family

Category 10-Year-01ld Students 14-Year-0ld Students
N % N %
1st out of 1, 2 or 3 327 25 266 20
2nd out of 2 or 3 232 18 230 18
3rd out of 3 98 8 99 8
1st out of 4 or 5 53 4 61 5
2nd or 3rd out of 4 or 5 120 9 150 12
4th or 5th out of 4 or S 104 8 129 10
1st to 3rd out of 6 or more 22 2 28 2
4th or Sth out of 6 or more 20 2 34 3
6th or more out of 6 or more 49 4 62 5
Missing data 272 21 245 19

I

| R

Country of Birth and Years in Australia. The student's and his or her

parents' countries of birth were obtained in the course of the Speaking
Test. A summary of the distributions for both age groups is given in

Table 6.17. Small categories have been collapsed as indicated. Whereas
only approximately one tenth of the students who responded to this item had
been born overseas, almost one third of their parents were not born in

Australia.

Table 6.17 Country of Birth for Students and Their Parents

Country 10-Year-01d Students 14-Ycar-0Old Students
Student Father Mother Stugcnt Fatger Motger

Australia 86 58 61 87 64 65
UK Eire and

*  New Zcaland s 11 10 7 11 12
Greecce - 3 3 - 2 3
Italy - 4 1 4 4
Other Europe 2 5 7 1 6 5
Other 2 2 2 3 3
Missing data?® 5 13 12 2 9 9

a Some instances of missing data arise from a failure to ask the question,
others from the student not knowing his parent's country of birth and
some from inaudible responses on the tape.




Table 6.18 Languages Spoken in the Homes of Students

[ anguage 10-Year-01d Students l14-Year-0ld Students
Combination N % N %
English cnly 962 74 1023 79
English + North Zuropean language 43 3 25 2
English + South European language 86 7 97

English + Other language 14 1 12

No English spoken 35 3 16 1
Missing data 159 12 130 10
Totals 1299 100 1303 100

The number of years students had lived in Australia was also obtained
in the course of the Speaking Test. Approximately seven per cent of the 10-
year-old student sample had been in Australia for less than ten years, and
approximately ten per cent of the l4-year-old students had been in Australia
for less than 14 years. As was consistent with the results for the question
relating to country of birth, approximately 90 per cent of students in the
10-year-old and l4-year-old samples had been in Australia for 10 and 14

years respectively.

Languages Spoken in the Home. Students were asked tc indicate up to two

languages regularly spoken at home. No order of precedence was requested
or assumed for languages when two were given. Two languages were given
by 14 per cent of 10-year-old and by 11 per cent of l4-year-old students
who responded to this question. A distribution of language usage in the
home is given in Table 6.18 which has been developed in exactly the same
way as a similar table developed by Keeves and Bourke (1976:97). It will
be noted that only three per cent of 10-year-old and one per cent of 14-
year-old students came from homes where no English was spoken. The move
to English in older families was also clear in the higher proportion of

students aged 14 years from homes where English was the only language spoken.

With missing data allocated to categories in the same proportions as
. the responses obtained, these responses were compared with the proportions
of 10- and l4-year-old studenté in the different language categories from
tlhie 1975 study reported by Keeves and Bourke. The distributions, as shown

in Table 6.19, are very similar.
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Table 6.19 Comparison of Proportions in Different Language Categories

in 1978 and 1975

Language 10-Year-0ld Students 14-Year-01d Students
Combination 1978 1975 % 1978 1975.a
English only 83 85 86 87
English + North European language 4 4 2 4
English + South European language 7 7 8 6
English + Other language 1 2 1 1

No English spoken 3 2 H 1
Number of Students 1299 6628 1303 6247

a4 These proportions were calculated from the weighted numbers of students
contained in Table 9.1 of Volume I of the Australian Studies in School
Performance (Keeves and Bourke, 1976:91).

Parental Occupations. Students were ask/d their parents' occupations and,

where there was a need for further clarification, were asked what their
father or mother actually did at work. This was necessary because students
frequently gave the place where their parents worked rather than the nature
of the work. The actual questions asked are in the first section of the
Speaking Test in Appendix Six. The 16-point ANU scale of occupations was
used to code the occupations given (Broom et al, 1977) and five additional
categories were used to record arswers of inadequately defined, home duties,
retired or pensioned, deceased but no other information, and unemployed with
no information on usual occupation. Summaries of fathers' and mothers'
occupational levels on a six-point scale are given in comparison with the
1971 male workforce in Table 6.20 together with the categories added in the
present study. Inspection of the table suggests that, with the exception
that the present study would seem to have too small a proportion of fathers
who were white collar workers, the distributions are similar to that of the
1971 census. It should be remembered that the occupations recorded for this

study are those of a restricted range of 'the population, namely the parents

[=3

0f 10~ or 14-year-old students.

Word Knowleug=e Scores. A short 10-minute word knowledge test developed by

R.L. Thorndike (:1973%) was administered to each sample of students to obtain
information on their verbal ability. This was the same test administered

ror the Australian Studies in School Performance (ASSP) project in 1975 and,
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Table 6.20 Parental Occupations Compared with the Workforce in 1971

Occupational 10-Year-0O1ld Students 14-Year-0ld Students Work€force
Classification Fat?er MotEer Fatger Motger 1971 gensusa
Professional 10 8 13 8 1z
Managerial 9 - 17 2 10
White collar 7 7 9 14 19
Skilled manual 20 1 17 2 13
Semi-skilled manual 16 11 15 8 18
Unskilled manual 16 : -1 12 12 17
Inadequately defined 8 9 5

Home duties - 47 - 47

Retired or pensioned 1 - 2

Deceased 5 1 6 1

Unemployed - 2 - -1 -

Missing data 7 4 3 2 11

a Extracted from Broom et al (1977:113). C(Census data for 1976 was not
available.

in the case of the l4-year-old students, had been used in the 1970 IEA
Science Project (Keeves and Bourke, 1976; Comber and Keeves, 1973).
Different tests were administered to the 10-year-old and the l4-year-old
students and the mean scores, after correcting for guessing, are shown in
Table 6.21 for Australian students overall. Differences in the samples
would create very minor differences in results because of the relatively
small numbers of students attending schools in the Australian Capital
Territory and the Northern Territory, and this would be particularly true
for the sample drawn in 1970. It can be seen in Table 6.21 that the mean
scores for the Word Knowledge tests in 1978 were marginally higher than
those in 1975 for both the l10-year-old and the 14-year-old students
although, in the case of the l4-year-old students, not as high as in 1970.
However differences between 1978 scores and scores in 1970 and 1975 were

not statistically significant.
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Table 6.21 Australian Student Performance on Word Knowledge Tests

Year/Project 10-Year-01d Students 1l4-Year-01d Students

Mean SEd No. Mean SEd No.
1970 IEA Science® Not tested 16.1 0.31 5290
1975 ASSp® 15.8 0.32 6628 14.8 0.26 6247
1978 Oracy Assessment®  16.9 0.70 1299 15.2 0.57 . 1303

a This study did not include students from the ACT or the Northerp Territory.

b This study included all students in normal schooling in Aust?a¥1a.

¢ This study included all students except those attending Aboriginal schools
in the Northern Territory.

d Design effect taken as 6.25.

Summary

This chapter has contained a description of the sample design and the samples
of students drawn from the populations of 10-year-old and 14-year-old students
in normal schooling throughout Australia. T:-0-stage stratified random

samples of approximately 1300 students were drawn from approximately 250,000
students at each age level. The samples were described in terms of school
variables and individual student and family background variables obtained

from a two-part questionnaire administered during testing and from the
speaking test itself. Each of the variablass used in this chapter to describe
the samples of students tested was includedtin the analyses reported in
Chapter Eleven. In that chapter the relative importance of the whole Tange

of variables for students' listening and speaking performances is’described
and discussed.




CHAPTER SEVEN
LISTENING TEST RESULTS

Test and Sub-test Structures

The listening tests used in this study were developed as a result of the
application of an assessment model to the tasks identified by teachers and
others as important and selected for measurement. The assessment model

and the methods of identification and selection of tasks were described

in Chapter Four. It will be recalled that the model maintained that there
were three dimensions which were important for the assessment of listening
and speaking activities. The dimensions were ability, :ontext and purpose.
The key dimension of ability was used in the overall de;ign of the listening
tests and the various sub-tests described in this chapter were constructed

s

to assess specific ability-related tasks.

The overall context of the listening tests was formal with the
students listening to a tape recorder that provided the test instructions,
stimulus material and test items. The students responded by marking an
answer booklet. However within the overall formal structure of the
listening tests, there was a variation in context for the stimulus material
and test items used. The variations in context will be indicated
subsequently in this chapter and may be inspected in Appendix Five where
the content of both listening tests is given. The consideration of five
purposes a person may have for listening which were identified in Chapter
Four, were restricted in the context of the listening tests developed.
Assessments viere made of abilities over the range of three purposes in the
areas of personal, classroom and citizenship. These will also be indicated

later in this chapter.
/
The overall structure of the listening tests for the 10-year-old and

l4-year-o0ld students was the same in that each had five sections concerned
with assessing the student abilities listed below. Each section constit-
uted a sub-test determined by logical (not empirical) divisions of the

abilities being tested.

Section A - Comprehending Words and Statements
Section B - Understanding Instructions
Section C - Comprehending .Passages
Section D - Comprehending Conversation
Q Section E - Comprehending in Different Situations.
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There was a large degree of overlap between the tests for students at the
two age levels, not only in terms of abilities assessed, but also in the
test items used. Where it was considered appropriate to the students'
experience, the same test items were used in both the tests for 10-year-
olds and l4-year-olds to permit comparisons in performance to be made.
However different stimulus material and test items were used where field

trials had indicated that this was necessary if reliable assessments were

to be made.

Other more specific abilities were also assessed by the identification
of sub-tests within each of the listening tests. Items testing these
abilities were, in some cases, nested within a section of the test and, in
other cases, they cut across two or more sections. The specific abilities
assessed included the following:

Comprehending Literal Meaning

Comprehending Implied Meaning

Recognizing Mood

Recognizing Emotional Language

Identifying Audience

Identifying Purpose

Making Critical Judgements
Listings of the items which made‘up each of the sub-tests for the 10- and
l4-year-old students are shown in Table 7.1. Two other sub-tests not
previously mentioned were also identified. One consisted of all items that
were common to both age levels and is referred to as the Anchor Items Sub-
test. The other was made up of all common items that assessed the compre-
hension of literal meaning which was considered to be one of the most ‘
important listening abilities measured by the tests. The items constit-
uting these sub-tests are also shown in Table 7.1. It will be noted that
many of the sub-tests overlap, that is some of the sub-tests consist of
different combinations of the same items. Thus some sub-test scores are
not independent measures. of students performance and this should be
remembered when results on individual sub-tests are discussed later in this

chapter.

Interpretation of Performance Levels

In order to consider and compare student performance across the wide range
of sub-tests in each of the listening tests, it was necessary to decide

upon a method of summarising performance on each sub-test. The method used

123



Table 7.1 Classification of Listening Test Items into Sub-Tests

for the 10-Year-0ild and 14-Year-0ld Students.

Sub-Test Age Item Numbers Number of Items
Level Section A Section B Section C Section D Section E 1O-Year-01d 13-Year-01d
A. Comprehending
words fi Statements 10 & 14 =10 10 10
B. Underscanding 10 1-10 10
Instructions 11 1-5 5

C. Comprehending

Passages 1o & 14 J-12 12 12
Comprehending
Long Passages 13 I¥-17 - )
. Comprehending 10 1-1.5.6 5
Conversation 14 1-7 7
Identitfying
Audicnce 10 6 14 1-5 5 5
Identifyving
Burpose 1) f 14 6-10 5 5
Comprehending .
Words 10w 14 1-5 5 5
Comprehending
Statements 1y § 143 6-10 5 5
Comprehending Short
f lLong Passages 14 i-17 - 17
Comprehending 10 1-3,5-8.10-12 3 11
Litcral Meaning 14 1-1,5-§,10-16 14
Comprehendiny 10 4,9 1,2,6 5
Implied Mcaning 14 4,9,17 4.6,7 &
Literal Meaning
Anchor [tems 10 / 14 1-3,5-8,10-12 10 10
Recogrizing
Mood 14 t-3,5 - 4
Making Critical it . 1,2,5,6 1-i0 14
Judgements 14 1-7 1-10 17
E. Comprehending in
Different Situations 10 & 14 . 1-18 10 10
Recognizing 10 s 1,5-10 ]
Emotional Language 14 1-3,5 1,5-10 11
Tetal Anchor
{tems 10 / 14 1-20 1-5 1-12 1=-16 37 37

10 1-l0 i-10 1-12 1-3,5,6 i-10 47
Total Test 14 1-10 1-5 1-17 1-2 1-10 49
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was to calculate the proportion of students who reached a pre-determined
level of performance on each sub-test, the level indicating student success
on a specific task or range of tasks. The level of performance required
Ly a student was indicated by the proportion of items answered correctly,
and this proportion of items was referred to as the cutting score for the
test or sub-test. The nature of the tasks assessed was such that it was
anticipated that the distributions of scores would be skewed tn an extent
that the mean scores on sub-tests would not be a valid method of describing
the results obtained. The level of performance required for each test
and sub-test was taken to be 80 per cent, that is students were expected
to be correct 80 per cent of the time when answering from the population
of items in an area covered by a test or sub-test. This criterion level
was chosen primarily because it was considered to be appropriate for the
types of tasks assessed but also because it was also the level used in
assessing student performance in reading and numeration in the Australian
Studies in School Performance project. Comparisons between the two
studies would therefore be possible. The requirement of an 89 per cent
level of performance on specific tasks by each student is high enough to
make it very likely that a student who reached this level on a sample of
jtems would be successful on similar items, yet not so high as to be an
unreasonable requirement. The detailed arguhent presented to justify

the selection of the 80 per cent criterion level of performance in
calculating the proportion of students considered to have demonstrated
that they could do each task is not repeated here, but may be inspected
in Bourke and Keeves (1977:33-41).

The items which made up each sub-test were intended to be a represent-
ative sample of all possible items which could have been used to assess
student performance in the given area. As with any sampling from a
population, errors exist in the results of every sub-test and, in calculat-
ing a cutting score distinguishing students who had reached the 80 per cent
criterion level from those who have not, the errors involved should be
minimised. Factors involved in determining cutting scores indicating the
required performance level were knowledge of the nature of the distrib-

utions, the possibiiity of guessing, and an estimation of carelessness.

The Nature of the Distributions

As stated above the distributions of scores on the listening test and sub-
tests were expected to be skewed, and this proved to be the case. If

errors of classification of students above and below the various cutting
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scores were to be minimised, it was necessary that the nature of the
distributions be recognized when the cutcing scores were calculated. The
method adopted involved using the distribution of total test scores as
pricr information when the cutting score was calculated for each sub-test
and as collateral information when the cutting scorec was calculated for

the total test itself.

The Possibility of Guessing

The proportion of correct responses to a sub-test which most accurately
estimated a criterion level of 80 per cent would depend upon the possib-
ility of a student guessing the correct answer. Most of the items in the
listening tests were of a multiple choice type with four responses,
although some items required a constructed response where the probability
of correctly guessing the answer would be virtually zero. Consequently an
appropriate adjustment for guessing was incorporated into the calculation
of the cutting score for ecach sub-test where the measurement error was

minimised.

Errors due to Carelessness

In any testing situation it is possible for a student who khows the correct
response to an item to record a different response as a result of nervous-
ness, haste or lack of care, among other possible causes. With the
stimulus material and questions being received from a tape recorder, a
situation which was to some degree unfamiliar to most students, it was
pafticularly likely that these errors would be present. Although we have
litrle knowledge of the frequency of this type of error, summarized as
carelessness, it could be present for constructed response items as well

as for multiple choice items. A small adjustment for carelessness has been

made in the calculation of cutting scores for these tests.

The actual method used to determine cutting scores for the total tests
and sub-tests has been outlined in Appendix Nine. The method follows that
used by Morgan in the calculation »f cutting scores in the Australian
Studies in School Performance (Bourke and Keeves, 1977:279-296), and the
actual cutting scores are shown in Table 7.2. It will be noted that for
some sub-tests using the same items, the cutting score for the 10-year-old
students differed from that for the ld4-year-old students. This situation
arose because the majority of 14-year-old students had performed very well
on such sub-tests. The distributions of scores were therefore very highly

skewed and the cutting score that minimised errors was lower than it would
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Table 7.2 A Summary of Listening Test and Sub-test Results for

10-Year-0td and 14-Year-0ld Australian Students

Test and 10-Year-01d Students 14-Year-01ld Students
Se; an No. of No. Items 3% Students No. of No. Items % Students

ub-test Iten:s Required Successful Items Required Successful
*Comprehending

Words § Statements 10 8 97 10 8 100
Understanding

Instructions 10 6 100 5 2 100
*Comprehending

Passages 12 10 . =5 12 9 74
Comprehending

Longer Passages Not tested 5 4 30
Comprehending »

Conversation 5 4 65 7 5 88
*Comprehending in

Different Situations 10 8 47 10 8 80
Comprehending

Literal Meaning 11 9 27 14 11 43
Comprehending

Implied Meaning 5 4 59 6 4 88
Making Critical

Judgements 14 12 23 13 85
Recognizing

Mood Not tested 4 3 89
Recognizing

Fmotional Language 8 7 23 il 8 88
*Literal Meaning

Anchor Items 10 8 32 10 8 62
*Total Anchor

Items 37 30 56 37 29 94
Total Test 47 38 62 49 39 79

* An asterisk indicates a test which was identical for both age levels.
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otherwise have been. Comparisons between the age levels become difficult

in these cases but are considered towards the end of this chapter.

Listening Test Results

All results presented in this chapter are those for all Australian students.
Results for each State and Territory have been weighted and the percentages
of students who reached the cutting scores for the major sub-tests and total
tests are given in Table 7.2 together with the total numbers of items and
the numbers of correct items required for students to be considered as
successful on the sub-tests and tests. The distributions of scores on cach
sub-test and the total tests are shown in Appendix Eight. This appendix
also gives indices of test reliability for the total test and the five
major sub-tests. The composition of each sub-test and the performance of
students are discussed in this section and the actual test items are shown
in Appendix Five.

Comprehending Words and Statements

This sub-test was intended to identify students who suffered from poor
hearing, especially when a tape recorder was involved, or who were unable
to identify single words, simple concepts or short statements. Each item
consisted of a statement produced by the tape recorder and four pictures

on a page in front of the student. The student was required to listen to
the statement and to indicate which of the four pictures illustrated the
statement. No reading was required by the student. Statements ranged

from 'The bottle is empty', where 'empty' was the only word requiring
identification, to 'The woman was surprised to see the horse inside',

where comprehension of the whole statement was necessary if the student

was to identify the correct picture. This sub-test was placed at the
beginning of both listening tests to give students an opportunity to
become familiar with the particular test situation being used. It was
consicdered that very few students would have any trouble with this sub-test.
In terms of the context and purpose dimensions the context of this sub-test
was formal and the purprze could be any of those identified but would

certainly be applicable for personal or classroom situations.

Students at both age levels did the same sub-test. Less than one half

of one per cent of l4-year-old students failed to reach the cutting score

for this sub-test and three per cent of the 10-year-old students failed to

reach the cutting score of eight out of ten items. For the 10-year-old

students the sub-test was then split into two smaller sub-tests of five

items each, the more simple sub-test concerned with the comprehension and

identification of words and the other with whole statements. When a cutting
vy o T

A
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Table 7.3 Comparison of Results on Two Items Common to the

1975 Reading Tests and the 1978 Listening Tests

Item 10-Year-01d 14-Year-01d
Readinga Listening Readinga Listening

Chose aeroplane 96 e g4 99 95

Horse inside , 97 98 99 100

a Extracted from Bouirke and Lewis (1976:1.4, 1.6, 4.4, 4.6).

score of four out of five items was used for these sub-tests 98 per cent of
the students reached the cutting score for the sub-test concerned with words
only and 97 per cent reached the cutting score for the sub-test requiring
the comprehension of simple statements. The characteristics of these

students will be investigated and reported in Chapter Eleven.

Two of the items in this sub-test were identical in content with items
used in the reading tests for the Australian Studies in School Performance
project in 1975. These were the items, 'He chose the biggest aeroplane'’
and 'The woman was surprised to see the horse inside'. For the reading
tests the students needed to be able to read and comprehend the sentences
so that they could mark the appropriate pictures, and for the listening
tests they needed to listen to and comprehend the statements and mark the
appropriate pictures. A comparison of the results is shown in Table 7.3
where it will be noted that the listening results were much lower than the
reading results for the first item and the results were very similar

vetween reading and listening for the second item.

Understanding Instructions

This sub-test required that students understand spoken words and phrases

to the extent that they were able to follow instructions such as 'Draw a
cross on the picture of the apple'. If students were unable to perform
to.sks of this type they would not be able to function effectively in class-
rooms. The purpose was classroom and the context formal. Again it was
expected that almost all students would reach the cutting score for thi;

sub-test,

The 10-year-old students were asked to follow ten separate simple
instructions and the l4-year-old students five only. In both cases
virtually 211 students obtained a near maximum Score and consequently the
cutting scores which minimised classification errors were considerably

below 80 per cent of items in the sub-tests 3s can be seen in Table 7.2.
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The sub-test indicated that virtually all 10- and 14-year-old students in
normal schooling were at least capable of understanding and following

simple instructions necessary for formal functioning in classrooms.

Comprehending Passages

For this and the next sub-test students were asked to listen to a current
affairs program and to answer questions based on the information presented.
The program was 'The World We Live In' produced by the ABC for students in
upper primary and junior secondary school. The specific tasks involved
were:

Comprehending literal meaning

N

Comprehending implied meaning

3]

Recalling and retaining facts

Recognizing repetition of the same idea in different words.
The program was interrupted a number of times so that questions could be
asked and was then continued. In this way emphasis on memory was reduced.
The context of this sub-test was formal and the purpose basically classroom
although some items could be considered also as appropriate for citizenship

purposes.

The same passage and 12-item sub-test was used for students at both
age levels. Only 25 per cent of the 10-year-old students reached the
required level, whereas 74 per cent of the l4-year-old students reached the
level required of them. However, as errors were minimised at different
cutting scores for the two age levels, ten items were required to be correct
for the 10-year-old students and nine items for the 14-year-old students.
The percentage of successful 1l4-year-old students would have been reduced
to 56 per cent if they had been required to answer 10 items correctly. In
either case there was a clear increase in the level of performance between
the ages of 10 and 14 years on this sub-test. Further discussion of
comparisons between the two age levels on common sub-tests is provided

later in this chapter.

Comprehending Longer Passages

This sub-test was not administered to the 10-year-old students as field
trials had indicated that it would be too difficult for them. The structure
of the sub-test was'essentially the same as the previous sub-test except
that the passage was not interrupted. The 1l4-year-old students were asked
to listen to a longer passage, lasting approximately three and one half

minutes and then to answer five questions based on what they had heard.

1
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The students were required to answer four or more of the five items
correctly and 30 per cent of them achieved this level of performance. The
passage was at a higher level of difficulty in terms of sentence structure
than the earlier passage and required a much greater reliance on memory.

Consequently it was not surprising that a much smaller proportion of students

was able to reach the required level of performance.

When the icems from the comprehending short and long passages Sub-tests
were totaller. for the l4-year-old students, there were 17 items which could
be said to form a more general passage comprehensicn sub-test. The cutting
score for such a sub-test would be 13 items and 51 per cent of the 14-year-
olds achieved this level. As expected this proportion was between the
proportions of students who were successful on the two shorter sub-tests

concerned with passage comprehension just discussed.

Comprehending Conversation

Students listened to a playlet and were asked a number of questions on it
which required that the students were able to perform a wide range of
interlocking tasks such as:

1 Recognizing stress patterns and sense groups

2 Comprehending probable meaning of a word

3 Identifying mood and recognizing changes in tone and mood

4 Recognizing appropriate intonation, expression, pitch, speaking
rate, and emphasis

5 Comprehending implied meaning

6 Comprehending conversation in different situations

7 Making critical judgements

8 Recognizing emotive language and speaker's purpose

9

Discerning a speaker's probable intent when he uses sarcasm,
irony or understatement

10 Determining relationships between speakers.

The context of the sub-test was relatively informal and the purpose would

be personal or recreational.

The playlet for the 10-year-old students consisted of a conversation
between a shopkeeper and a customer, and 65 per cent of the students

reached the cutting score of four out of five items correct. A sixth item

(item number four in Section D of the Listening Test) which had a negative
discrimination index was deleted from this sub-test. The language of the

stimulus material for this sub-test was more simple than the language used
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Table 7.4 Proportion of Students Correct on Isolated Items

Assessing Performance on Specific Listening Tasks

Task Percentage Correct
Age 10 Age 14
Comprehend probable meaning of a word 79 82
Identify relationships between (1) customer/shopkeeper 45 -
Identify relationships between (2) husband/wife 97 99
Recognize bias 47 49
Recognize sales pressure (1) Item E7 82 98
Recognize sales pressure (2) Item E9 83 95
Recognize mood 87 See sub-test

in the previous sub-test for 10-year-olds, and this in part explains the
higher percentage of students who achieved the required level. The less-
formal social context of the stimulus was probably more familiar to many

of the students than the current affairs passage which preceded it.

The playlet for the 14-year-old students was intended to be a typical
family situation involving conversations between father and daughter and
then mother and daighter. The recognition of intonation and mood was
particularly important in this sub-test in which the way in which something
was said was often more important than what was said. It was found that 88
Per cent of the students answered correctly at least five of the seven
items as required. Familiarity with the situation and the use of intonation
would seem to have greatly assisted the l4-year-old students to Tecognize

implied meaning in this context.

Two minor tasks that were incorporated into this sub-test were compre-
hending the probable meaning of a word and determining the reilationships
between speakers. For the first task the 10-year-olds were required to
use the context of a passage to identify the probable meaning of
'exorbitant', a word chosen because few students knew its meaning out of
context. When the word was placed in the context of a discussion between
a shopkeeper and a customer, the probable meaning was correctly identified
by 79 per cent of students. The word used in a similar way for the l14-year-
old students was 'incarcerated'. In the particular family context in which
it was used the correct meaning was identified.by 82 per cent of students.
Clearly context was most effective in aiding comprehension in both cases.

The results for these items are included in Table 7.4.



For the other task of identifying the relationship between speakers,
only one item was included in Section D, and this was at the 10-year-old
level. From the greetings exchanged and the ensuing conversation, students
were asked whether the shopkeeper and the customer were close friends,
whether they knew each other slightly, whether they did not know each
other at all, or whether there was no way of knowing their Telationship.
As only 45 per cent of the 10-year-olds correctly judged that they
knew each other slightly and 42 per cent thought that they were close
friends (in spite of the formality of the greetings exchanged), it would
seem that this particular context was not effective in enabling the major-
ity of students to identify the relationship between the two speakers.
However one item in Section E (Item 3) where the students were asked to
identify the intended audience depended upon an identification of a
husband-wife relationship produced quite a different result. In that
context the relationship was correctly identified by 97 per cent of the
10-year-olds and 99 per cent of the l4-year-old students. These results

are also included in Table 7.4.

Comprehending in Different Situations

This sub-test, which was common to both age levels, consisted of ten
statements each made in a diftferent situation and the.students were asked

to identify the speaker's intended audience or purpose. Related tasks
required that students recognized bias, sarcasm, irony or understatement

and were able to determine a speaker's probable attitude and relative
status. The context of the statements was largeIy informal and the purposes

personal, business or citizenship.

The students were required to answer eight of the ten items correctly
and 47 per cent of the 10-year-olds and 80 per cent of the l4-year-olds
were able to do so. Again the older students were clearly superior to the
younger students. This sub-test was then broken into two smaller sub-tests,
Identifying Audience and Identifying Purpose, each of five items. The 10-
year-old students were very much better at identifying the intended audience
(82 per cent achieved the cutting score of 4 items correct), than at ident-
ifying the speaker's purpose (only 30 per cent reached the same cutting'
score). The l4-year-old students were also considerably better at ident-
ifying audience (96 per cent were successful) rather than purpose (51 per

cent).
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There were two other minor tasks that were assessed by means of one
or two items. These were recognizing bias (Item 8 in Section E) and
recognizing sales pressure (Items 7 and 9 in Section E). The results for
these items are shown in Table 7.4 together with other minor tasks. The
context in which the students were expected to recognize bias was one where
a girl, apparently seeking a friend's opinion, was really wanting approval
of her choice. For both age lerels slightly less than half the students
responded correctly. However when the students were expected to recognize
sales pressure, many more were successful. More than four-fifths of the
lbuyear-olds and all except two to five per cent of the l4-year-old

stud=nts identified the correct responses.

Comprehending Literal Meaning

As can be observed in Table 7.1, this sub-test was made up of appropriate
items from Sections C and D of the test for 10-year-old students and
suitable items were extracted from both parts of Section C for the

14 year-old students. Consequently although there was some c¢verlap, the
literal meaning sub-tests differed for the 10- and 14-year-old students

with totals of 11 and 14 items respectively.

The proportion of 10-year-old students who achieved the cutting score
of nine items correct for this sub-test was 27 per cent and the correspond-
ing proportion of 14-year-old students who reached the cutting score of
eleven was 43 per cent. This was one nf the smaller proportions of 14-

year-old students to reach the cutting score for any of the sub-tests.

Comprehending Implied Meaning

In both cases the items constituting these sub-tests came from Sections C
and D of the listening tests and thus had different contexts. Whereas the
Section C items were concerned with a current affairs program, the

Section D items were related to more informal conversations. There was
some overlap between the age levels with items four and nine from Section C
being in both implied meaning sub-tests. Of the five items in the implied
meaning sub-test for the 10-year-old students, three came from Section D
which the students had found easier to answer. Similarly, of the six items
in the implied meaning sub-test for the 14-year-old students, three were
from Section D. As shown in Table 7.2, 59 per cent of the 10-year-olds

and 88 per cent of the l4-year-olds reached the cutting scores set for
these sub-tests. Clearly the fact that the tests were of different lengths
but the cutting score was four items in both cases contributed to the
difference in performance between the two age levels of students.

-
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Making Critical Judgements

These sub-tests were made up of items from Sections D and E of the tests.
Again contexts varied from conversations to statements made for a variety
of purposes. In these cases identification of the correct answers depended
upon the way in which something was said to a greater extent than what was
actually said. Of the 14 items in the sub-test for the 10-year-old
students, 12 items were required and 23 per cent of the sample students
reached this level. The corresponding test for the l4-year-old students
consisted of 17 items of which 13 were required and 85 per cent of students
reached the required level. Although a large part of the difference in
results would be accounted for by the different levels of the cutting
scores which minimised errors, clearly the majority of the 10-year-old

students found this to be a difficult task.

Recognizing Mood

This sub-test was applicable only to the l4-year-old students and was made
up of four items from Section D. Once again the students performed quite
well at this task with 89 per cent achieving the cutting score of three
items correct out of four. In general the l4-year-olds performed much
better on taéks where cues of intonation and mood were given compared with

tasks where only literal interpretation of language used was possible.

The 10-year-olds were asked only one item which depended upon their
recognition of mood from the tone of what was said. The correct response
was given by 87 per cent, an incorrect response by 10 per cent and no
response by 3 per cent of students (see Table 7.4 for a comparison of this
result with other items). This relatively high proportion of correct
responses suggests that the intonation of the utterance was effective in
assisting the students to recognize mood and this result should be
contrasted with the results for 10-year-cld students on recognizing

emotional language.

Recognizing Emotional Language

These sub-tests, constructed with items from Sections D and E, were
concerned with recognizing emotional language, bias or prejudice, sales
pressure or persuasion, propaganda and speaker's purpose. The sub-test

for the l4-year-old students included the previous sub-test of recognizing
mood but also included the recognition of other types of emotional language.
Of the eight items in the sub-test for the 10-year-old students, seven

items were required and 23 per cent achieved this score or higher. The
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sub-test for l4-year-old students consisted of eleven items and 88 per cent
of the students obtained the correct answers to at least eight of the items
as required. In contrast to the 14-year-olds, the 10-year-old students

performed no better on the task of recognizing emotional language than they

did on tasks concerned solely with literal interpretation of language.

Literal Meaning Anchor Items

There were ten items which required the students to comprehend literal
meaning and which were common to the tests for the 10-year-old and the
l4-year-old students. The number of items required to be correct, or
cutting score, which minimised classification errors was found to be eight
items for both age levels. This level of performance was reached or
surpassed by 32 per cent of the students aged 10 years and 62 per cent of
the students aged 14 years.

Total Anchor Items

There was a total of 37 items common to both tests and the calculated
cutting scores were 30 items and 29 items for the 10-year-old and 14-year
old students respectively. These cutting scores identified 56 per cent
of the i0-year-olds and 94 per cent of the 1l4-year-olds as successful

on the sub-test.

When the method for permitting direct comparisons in performance
between the two age levels described later in this chapter was used for
this sub-test, it was calculated that 56 per cent of the 10-year-olds and
91 per cent of the l4-year-olds were successful, the respective proportions
of students about whom we were undecided were only 12 per cent and 3 per
cent, and the.unsuccessful students were 32 per cent and 6 per cent of the
total 10- and l4-year-old student samples. These proportions are also set
out in Table 7.5.

The Total Tests

The listening assessment emphasis in this study was placed on student
performance of specific tasks which depended upon particular logical
definition of listening abilities. This was considered to be important
because it was recognized that student achievement was very much related

to the context of the task and of the student's purpose in performing it.
Where deficiencies in student performance were revealed, it would also be
helpful for remedial work if the specific ability a student did not possess

were identified by the nature of the assessment. However student
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performance on the test as a whole was of some interest as a means of
summarising the various measures of listening performance over the range

of tasks and abilities assessed.

There were 47 items in the test for 10-year-old students (after the

removal of one item as discussed previously) and the cutting score,
calculated in the same way as was done for each sub-test, was found to be
38 items correct. This result was achieved or surpassed by 62 per cent of
the 10-year-old students. The length of the total test when compared with
the much shorter sub-tests had the advantage that there were fewer student
results clustered around the cutting score and the reliability of the
successful /funsuccessful classification made would be relatively high.
If the cutting score were reduced by one score point, an additional eight
per cent of students would have been considered as successful on the test
as a whole. However such a change would considerably increase the propor-
tion of students who reached the new cutting score when they had a low

probability of having reached the 80 per cent criterion level.

The total test for the ld4-yerr-old students consisted of 49 items and
39 items were required to be answered correctly by students classified
as successful on the test as a whole. The cutting score or higher was
achieved by 79 per cent of the 14-y>ar-old students with eight per cent
scoring exactly 39, the cutting score. Thus the proportion of successful
students would have been reduced by eight per cent if the cutting score
had been raised one score point. It should be remembered that it was the
skew of the total test distribution that effectively caused the cutting
score for this test to be 39 not 40 items correct and that increasing the
cutting score would increase the proportion of students who failed to reach
the new cutting score when there was a high probability that they had

attained the 80 per cent criterion level for the test.

Comparison in Performance Between the Two Age Levels

The cutting score for the literal meaning anchor items sub-test was the same
for both age levels, so a direct comparison may be made between the results
for 10-year-old and l4-year-old students. Unfortunately this was not the
case for the other two sub-tests which were common to both listening tests.
The problem of different levels of performance required becomes crucial
when the major purpose of such a sub-test was the comparison of results
between the two samples of students. The cutting scores for the compre-

hending passages and total anchor items sub-tests differed by one score
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Table 7.5 Comparison of Students' Results for the Common Sub-tests

Sub-test No. of No. Items % Students a a

Items Re. ired Successful 10 y.0.% 14 y.0.%

' 10 y.o. 14 y.o 10 y.o. 14 y.o. S ? U § ? U

I.iteral Meaning :
Anchor Items 10 8 8 32 62 32 - 68 62 - 38
Comprehending
Passages 12 10 9 25 74 25 20 S5 56 18 26
Total Anchor :
Items 37 30 29 56 94 56 12 32 91 3 6

a S = Successful, ? = Undecided, U = Unsuccessful.

point as a result of the different degrees of skew that characterised the
distributions. In eacl; case the cutting scores minimised classification
errors so there was no rationale for choosing one cutting score over the
other in order to make a compariéon between the results for the two age
levels of students. Consequently it would seem that, for the purposes of
comparison, the higher cutting score should be taken as the point which
distinguished the successful students at the upper end of the scale, and
the lower cutting score should be taken as the point below which the un-
successful students were distinguished at the lower end of the scale.

Those students who achieved exactly the lower cutting score thus fall into
a 'grey area' where the best we can say is that we are undecided as to
whether the students were able to meet the criterion level set, that is
whether their true score exceeded 0.80. The proportions of students in

the three categories for the three common sub-tests are shown in Table 7.5
where it can be observed that there were up to one fifth of each age level
in the undecided category for the comprehending passages sub-test, but much
smaller proportions of students in this category for the total anchor items
sub-test. Overall there were approximately twice as many l4-year-olds as
there were 10-year-olds in the successful category on the sub-tests common
to both age levels.

Summary
The listening tests covered as wide a range of abilities, contexts and
purposes as possible given the restrictions of time and a group test
situation. In particular emphasis was placed on assessing student abilit-

ies by means of a series of sub-tests because it was abilities that could
most likely be directly affected by emphases in school programs.
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The proportion of students who reached or surpassed a pre-determined
ievel of performance or cutting score for each sub-test was used to
summarise student pevtormance on each ability assessed. Cutting scores
were calculated on the basis that students should be able to answer
correctly 80 per cer.™ of all possible items which could be used to assess
the st-udents' ability at that level. The use of the 80 per cent criterion
level meant that results on the listening tests would be comparable with

those of the Australian Studies in School Performance project.

There was considerable variation in the proportions of students who
were successful on the various tasks assessed by the listening tests for
the 10- and l4-year-old students. For the 10-year-olds the proportions of
successful students ranged from 23 per cent for the making critical judge-
ments and recognizing emotional language sub-tests to 100 per cent for
understanding instructions with most of the remaining sub-tests in the
range of 45 to 65 per cent of successful students. If the total test
result were taken as a summary of student performance on the listening
test, 62 per cent of 10-year-cld students would be considered to have

reached the criterion of an 80 per cent performance level.

when the range of performance of the l4-year-old students was
considered, it was found that the comprehending longer passages sub-test
had only 30 per cent of students successful and both the comprehending
words and statements and understanding instructions sub-tests had 100 per
cent successful students. The majority of sub-tests had from 75 to 90 per
cent of successful students and the total test had 79 per cent of students

who met the 80 per cent criterion level of performance.

When direct comparisons were made between the two age groups, it was
found that approximately 30 per cent more of the ld4-year-old students were
successful when compared with the 10-year-old students and approximately
30 per cent fewer were unsuccessful. There were varying proportions of
students in the undecided group where differences existed between the

cutting scores for the two age levels.
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CHAPTER EIGHT

SPEAKING TEST RESULTS

The Assessments Made

The Speaking Tests at both age levels attempted to cover as wide as possible
a range of speaking tasks identified as important in Chapter Four. The

major tasks assessed are listed below:

-

Stating personal details
Describing objects

Giving directions

Sequencing and organizing ideas
Reading aloud

Speaking expressivcly
Repeating a story in own words

Telling a story

O 0 N O N & W N

Stating literal meaning

-
Q

Giving opinions

11 Conversing in different situations.
It will be noted that a range of different types of assessment would be
desirable for such a range of tasks and a number of different assessments
were made. The assessments were made by teachers with experience at the
Primary level for the 10-year-old students and the secondary level for the
14-year-old students.

The time-consuming and therefore expensive process of scoring the tapes
containing the Speaking Test responses meant that only a small number of

the 1300 students' responses at each age level could be re-scored to check
examiner reliability. The Speaking Tests of 100 students at each age level
were selected at random and were re-scored by the same marker and by
different markers. The proportion of agreements between markers on the 100

tapes was taken as the measure of reliability for each assessment made.

The two major types of assessment used were criterion-referenced
measures of adequacy and normative measures of fluency of response. The
criteria used in assessing adequacy and fluency are described below in some
detail. Assessments of expressiveness and confidence were also made with
varying degrees of success. Expressiveness was scored on a five-point

normative scale for two test items, reading aloud and supplying conversation,



Table 8.1 Student Confidence as Assessed by the Speaking Test Administrator

Degree of Student Confidence 10-Year-0lds 14-Year-0lds
N % N %

Generally confident 628 48 7 45
Hesitant at first but confident later 244 19 289 22
Variable depending on the type of task- 188 15 192 15
Generally somewha® lacking in confidence 135 10 148 11
Not confident at all 26 2 31 2
Missing data 78 6 56 4
Totals 1299 100 1303 100

but these measures were found to be amorig those which had low between-rarker
consistency and were dropped from further consideration. The degree of
confidence with which each student approached the speaking test was

measured by means of a subjective assessment of the teacher administering
the test. The results of this assessment are shown in Table 8.1. The

table indicates that after the initial items, more than two-thirds of the
students approached each task confidently and only a small proportion

lacked confidence to a marked degree. Student confidence in relation to

achievement will be considered further in Chapter Nine.

The Assessment of Adequacy

The adequacy of a student's response in the Speaking Test was assessed in
terms of whether it could have. constituted a successful communication. In
order to be judged 2s being a successful piece of speaking, a response
needed to be relevant to the question asked and it needed to be coherent
enough to be capable of being understood by a reasonable person listening
to it. Four categories of adequacy were proposed as follows:

Category 4 - Adeguaté +, More than met requirements in that it was
very cogent and coherent, or it showed good control of
spoken language or it showed insight.

Category 3 - Adequate. Met requirements in that it was coherent
enough for the meaning of what was said to be under-
stood by the listener.

Category 2 - Not adequate. The spoken communication was unlikely to

be successful in conveying the meaning intended because
it lacked coherence or was not fully appropriate to

the question asked.
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Category 1 - Very inadequate. The spoken communication was most

inadequate in that it lacked coherence to the degree
that all or almost all meaning was lost, or it was quite
inappropriate as a response to the question or, in the

case of a greeting (Item 8), was omitted altogether.

Thus it was expected that each student would be assessed against the
specific requirements of each speaking task. The assessment of adequacy
for each student was criterion-referenced and did not depend upon the
performance of other individual students or of the group.

When the s les of 100 tapes at each age level were re-scored -y the
‘same marker and by a different marker the number of disagreements was (uite
high, particularly between categories 3 and 4. It had also been noted
that very few responses had been scored as category 1, either in the
original marking or the re-marking. Thus the major interest was centred
on the distinction between a score of two and scores of three or four.
Consequently the four categories were collapsed into two categories,
adequate (categories 3 and 4) and not adequate (categories-1 and 2). For

most items the level of agreement on the sample tapes when only the two

categories were considered was in excess of 80 per cent, that is two
different markers agreed on an adequate/not adequate classification for at
least 80 of the 100 tapes. Agreement for the same marker on different
occasions was higher again. The lower bound of acceptability of level of
agreement was taken to be 70 per cent. Such a requirement excluded six of
the 25 adequacy measures from further consideration at the 10-year-old

level, and six of the 30 measures at the l4-year-old level.

The Assessment of Fluency

The fluency of a student's response was assessed for most items in the
Speaking Test and was indicated by the ‘rate of articulation and the extent
to which a continuous flow of speech was produced without excessive
hesitation or slowness, that is pace, pause and rhythm of speech should
have been appropriate. The markers were asked to make a global assessment
of fluency based on the above definition and, where fluency varied between
different responses within an item, markers were asked to score the best
response. The markers were also asked to use a five-point normal

distribution when awarding a score as follows:

Category 5 - top 10 per cent,
Category 4 - next 20 per cent,
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Category 3 - middle 40 per cent,
Category 2 - mnext 20 per cent,

Category 1 - 1lowest 10 per cent of students.

For a number of items, especially in the early part of the test, many
students did not produce enough speech for a reliable fluency assessment to

be made and these assessments were not considered further.

There were a number of measures of reading fluency, and of fluency-
when-giving-opinions that were made at both age levels. When a correlation
matTix of all fluency measures was prepared there were clearly two levels
of correlations present. In general correlations between the fluency
measures were of the order of 0.2 to 0.5 at the 10-year-old level and 0.3
to 0.6 at the l4-year-old level. The difference between age groups
suggested that the fluency of the 10-year-olds tended to be more task
dependent than that of the l4-year-olds. However correlations between the
various measures of reading fluency and those between the different measures
of fluency-when-giving-opinions were of the order of 0.7 at both age levels.
For reasons of economy only the New South Wales samples were used when these
correlations were calculated, there being no reason to suspect that the
correlations for the other State ox Territory samples would differ from
those calculated for New South Wales. The ranges of correlation for
students from New South Wales are shown in Table 8.2 where the product-
moment correlation coefficients for the fluency measures are given. In the
table decimal points have been omitted. Correlations for the 10-year-olds
are above the diagonal while those for the 1l4-year-olds are below the

diagonal. Correlations in the area of 0.7 have been underlined.

The relationships between the measures of fluency obtained are quite
clear: the different reading fluency measures were much more highly
related to each other than to any other fluency measures, and the same was
true of the fluency-when-giving-opinion measures. Consequently each of
these two groups of consistent fluency measures were coalesced into one
composite measure by adding scores for the components and re-scaling ontc
a five-point normative scale. These composite measures are used when

adequacy and fluency measurcs are related later in this chapter.

Speaking Test Results

The results presented in this chapter are those for Australian students

overall. That is, results for each State and Territory have been weighted
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Table 8.2 Product Moment Correlation Coefficients Between Fluency Measures

in the Spcaking Tests for 10- and 14-Year-0ld Students in NSW

Fluency Measure 10-Year-0Olds®
l4-Year-01lds 1 2 3 4 5 6 7 8 9 10 11 12 13
1.Describing objects 26 43 24 25 25 13 32 14 32 . . 20
2.Giving directions 3;\\\\\\?7 2F 33 37 15 30 11 26 . . 35
3.Sequencing 40 48 32 43 47 22 41 22 45 . . 42
4 .Reading aloud A. 26 37 39 21 24 72 38 68 35 . . 35
5.Repeating a story 41 39 43 55 42 18 37 14 38 . . 29
6.Telling a story 29 38 48 48 44 20 45 10 44 . . S5
7.Reading aloud B. 32 40 41 69 48 51 28 78 25 . . 33
8.Giving opinion A. 41 44 47 43 46 53 54 33 70 . . 48
9.Reading aloud C. 32 37 42 69 47 45 70
10.Giving opinion B. 49 42 52 57 54 53 56
11.Reading aloud D. 31 41 43 68 53 43 69
12.Giving opinion C. 44 44 45 S0 51 45 54
13.Conversing 42 41 50 51 56 49 56
Numbers of Studsents: N10 = 208, N14 = 221

a The Speaking Test for the 10-year-old students did not have the fluency

measures numbered 11 and 12.

as appropriate for the sample sizes obtained and for the populations of
10- and 14-year-old students in each State or Territory. The results for
each of the assessments which had an acceptable level of agreement between
markers (70 per cent agreement) are shown in Tables 8.3 and 8.4 and are
discussed below. The actual items of the Speaking Tests referred to
throughout this chapter may be inspected in Appendix Six where the inter-

view schedule giving an outline of the whole test has been reproduced.

Stating Personal Details

At the beginning of the Speaking Test students were asked a sumber of
questions which required them to give their full name, address including
postcode, telephone number, date and country of birth, languages spoken in
the home, family size, father's and mother's occupations and a brief

description of their home. The purpose cf these questions was threefold.



Table 8.3 Results for Providing Personal Details in the Speaking Test in

1978 Compared with Form Completion in a Writing Test in 1975

Sub-task?® Speaking Test Writing Test
Giving: Students Correct _ Studentf Correct
Age 10 % Age 14 % Age 10 % Age 14 %

Full name 100 99 ﬁ?ﬂ:mgame e o
Address 96 96 81 97
Postcode 84 96 93 97
Telephone No.b 97 96 Not asked
Date of Birth 78 97 60 96
Country of Birth® 85 95 87 95

a Missing data have been eliminated.

b Calculated as a proportion of those who stated they had the telephone on
at home. Approximately four fifths of students when asked this question
stated that they did have a telephone.

¢ Almost all the incorrect responses to this question resulted from
students giving a State of Australia as country of birth.

d Extracted from Keeves and Bourke (1976:72).

The questions provided an easy introduction to a relatively unfamiliar
situation where an individual student was being interviewed by an adult,
normally a teacher, with a tape recorder. It was anticipated that
virtually all studeants would be able to respond to most of these questions
but when a student could not do so, the interviewer had been asked to say
"That's all right, I'll look it up later' or something similarly reassuring
to show that there were no penalties for not knowing an answer in this
situation. Secondly, some of the questions provided background information
on the student which might be useful in interpreting his performance on the
tests. Finally, being able to state personal details of the type Tequested
had been identified as one of the important speaking tasks for assessment.
Thus this section of the test became an assessment of stating personal
details which in everyday life is frequently an alternative to filling in a
form for an educational institution, business or government agency. The
results on the most common items of this type are presented in Table 8.3
where the results are compared with the same items on the form completion
section of the Writing Tests used in the Australian Studies in School
Performance in 1975 (Keeves and Bourke, 1976:72). When the context and

purpose dimensions of the framework developed in Chapter Four are considered
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the context of this task would normally be formal and the purposes in doing

it could be related to business or citizenship.

For the l4-year-old students the Speaking Test results on giving

personal details were almost identical with the corresponding Writing Test
results. Virtually all the students at both age levels were able to state

their full name as requested in the Speaking Test. There were no other
terms such as surname and first name used as it would appear that these
terms had been unfamiliar to some 10-year-olds in 1975. Other results for
the 10-year-old students were more variable between 1975 and 1978.
Although much higher proportions gave their address and date of birth
orally, a smaller proportion gave their postcode. As might be anticipated
the major problem in giving date of birth by the 10-year-olds was in
knowing the year in which they were born. Almost the same proportions
gave country of birth correctly in 1975 and 1978 with the major error
being State of Australia given in place of Australia by approximately

15 per cent of students. In general most students were able to provide

personal details adequately.

Describing Objects

Both groups of students were asked to describe two objects, one which was
not present (a window of their house) and one which was present (a drawing
of a box of matches). Almost the complete range of context and purpose
could be encompassed by such tasks. Only the assessment made of the 14-
year-old students' responses when describing a window were reliable enough
to be reported here. The other measures will be reported for samples of
students in Chapter Ten, after re-scoring. It will be nofed in Table 8.4
that only 57 per cent of the 14-year-old students gave an adequate response
to this item and this was one of the lowest results for the Speaking Test.
The usefulness of being able to describe orally a familiar object that is
not present suggests that this task could receive greater emphasis in

schools' oral language development programs.

Giving D:rections

The 10-year-old students were asked to do two tasks in this item, both of
which differed from the task presented to the 14-year-olds. The first task
fdr the students aged 10 years presented a drawing of a park area between

a school and a house and the students were asked to tell the interviewer
the best way to get from the school to the house. An adequate-description

which could be followed to reach the house from the school was giﬁen by
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Table 8.4 Proportions of Adequate Responses and Between-Marker Agreement

on Speaking Tasks

Task Adequate % Agreement %
Age 10 Age 14 Age 10 Age 14
Describing Objects Object not present - 57 - 84
Giving directions
1. Directions not provided 72 64 96 76
2. Directions provided 82 - 74 -
Sequencing
*1. Listing facts in order 99 99 100 99
*Z.  Organizing ideas 95 98 938 98
*Repeating a story in own words 87 92 92 87
Telling a story from a picture sequence 97 97 98 98
Giving opinions A
*]. Repeating an idea in own words 46 72 91 82
*2 . Making critical judgements 63 34 74 82
*3  Giving own idecas d 85 95 86 93
Giving opinions B
1. Repeating an idea in own words 73 66 70 77
2. Making critical judgements 68 86 83 88
3. Giving own ideas A 61 80 87 78
4. Giving own ideas B ' - 82 - 90

Giving opinions C

1. Repeating an idea in own words - 40 - 88
2. Making critical judgements - 87 ' - 75
3. Giving own idecas A - 91 .. - 88
4. Giving own ideas B - 82 - 87
Conversing

1. Giving information A 97 60 . 98 90
2. Giving information B - 96 - 98
*3, Giving a message A 80 71 86 87
4, Giving a message B 96 - 94 -
5 Requesting information 99 45 99 87
6. Greeting an adult 71 - 93 -
7. Seeking employment - 53 - 82

* An asterisk indicates a task that was identical for both age levels.
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72 per cent of the students. The second task for the 10-year-olds used

the same drawing but had a dotted line between the school and the house
showing a path around, over, under or through various obstacles and the
students were asked to explain these directions to a friend who wanted to
go that way. (As with all speaking tasks, the diagrams can be seen in
Appendix Six.] It was found that 82 per cent of the students provided an
adequate description when these directions were provided. At least eight
directions were required in sequence stating the action and the object (for
example, through the log) out of approximately 18 distinct directions which
could have been given. Both tasks were fairly informal and the purposes
could be personal or recreational. Whereas the first task required more
invention by the students, the second task was the more interesting. Both
of these facts would tend tc make the second task more likely than the

first task to be done well and this proved to be the case.

The task for the ld-year-old students was more formal in that a street
map showing the area between a school and a house was used instead of a
drawing of a park as had been used for the 10-year-olds. The purpose a
student would normally have in performing the task of giving directi:. 1s
without pointing to the map would be personal or recreational. Any direct-
ions that could be followed, whether street names were used or not, were
accepted as adegquate. At cross streets students were required to indicate
whether a turn should be left or right but at the two 'T' intersections
where this was unnecessary only an indication of turning into the street
was required. At least five directions weréinecessary and 64 per cent of
the l4-year-olds were able to perform this task successfully. In 1975
students had been asked to write directions for a very similar (but not
identical) task, and 52 per cent were successful (Bourke and Lewis, 1976:
5.37-5.38)}. As might be expected, a much higher proportion of students
could perform the oral task which was the more commonly experienced

situation.

Sequencing

The 10- and l4-year-old students were asked to look at four pictures which
were out of sequence and to list them in the Eorrect order giving the
reasons for their choice of order. Any sensible order was acceptable
provided the students could give reasons for their sequence. The students
at both age levels were presented with the same two sets of pictures, and -

almost all students gave the sgquence intended rather than any other.
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Although the task was a classroom-based, relatively formal one, the
students seemed to enjoy doing it, and this was particularly true of the
10-year-olds. 1wo measures of adequacy were made for each set of pictures -
whether the student could list facts in an appropriate order and whether he
could organize, develop and present ideas as reasons for his sequence.

The mean proportions of students for the two sets of pictures were
calculated for listing facts and for organizing ideas but it was the latter
measure that was of major interest. Almost all students, 99 per cent of
both the 10- and 14-year-olds, were able to list the facts adequately, and
in almost every case the l4-year-old students were able to give adequate
reasons for their choice. A larger proportion of 10-year-olds was unable
to give adequate reasons but, on the whole, the task was very well done
with 95 per cent being rated as adequate ‘at organizing, developing and
presenting ideas in this context.

Repeating a Story

This task was included in the item which also required the student to read
part of a story aloud and to answer some questions about the story. Inform-
ation on the reading and other aspects of the item will be given later in
this chapter. After the student had read a number of pages from the book

'A Fly Went By', he was asked to explain what the story was about up to

that point. Students at both age levels were given the same task which

was considered to be a formal classroom task. An adequate explanation of
the story could have been given by a brief description of the events
portrayed to that point or by a few insightful comments which summarized

the essence of the story. Some students did summarize the story rather

than provide a literal description of the events. These students in general
showed considerable insight into the story and frequently said something
like:; 'the story shows that people are often afraid without reason because
they do not understand what is happening'. Overall an adequate response

was given by 87 per cent of students aged 10 years and 92 per cent of those
aged 14 years. Although the story itself was a simple one to repeat in
literal terms, this result was also considered to be a very good one at

both age levels.

Telling a Story

The students were given a sequence of pictures as a stimulus and were asked
to tell a story based on the pictures, although it was not necessary to
mention every picture ssparately. The tasks had an informal context and

the purpose could have been persoral, recreational or classroom based.
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Although the same task was used at both age levels, ths stimulus material
was diffcrent’with the ld4-year-old group being presented with a slightly
more complex sequence, possibly closer to their interests. It was found
that very few students at either age level were unable to complcte
adequately the task of telling a story based on the pictures as 97 per cent
of both the 10- and 14-year-old students werce considered to have been

successful.

Associated with this task, the students were asked to provide conver-
sation appropriate to some of thc pictures. The results for this task are

reported later in this chapter.

Giving Opinions

The students were given a short paragraph of some 40 to 50 words to read

and were then asked to repeat the idea expressed in their own words, to

make a critical judgement of what was read, and to organize, develop and
present their own ideas in response to a related question. The 10-year-old
students were given two secparate topics, one of which was also used in the
test for the l4-year-old students. The 1l4-year-olds were given three topics.
The context of this item was formal and the purpose was largely classroom

based. Each student's ability to read the paragraphs was assessed and
the results are reported later in this chapter. Where a student needed

help in reading the passagcs he was then given assistance Yecause his
ability to answer some of the subsequent questions depended, in part, on

his knowing what the passages stated.

The topic that was common to both age levels concerned *getting on
with parents' because it was considered to be relevant for both groups of
students. The 10-year-old students in particular had some difficulty in
distinguishing between repeating the ideas in the statement in their cwn
words and making their own comments on the statement. Consequently in
some cases students mixed their ideas with those in the statement and this
was accepted. However where students entirely omitted mention of the ideas
in the statement, their answer to the first question where they were
specifically asked to re-state the ideas was considered to be inadequate.
It will be noted in Table 8.4 that the l4-year-olds did much better than
the 10-year-olds on the common fask. On this topic both groups of students
were best at organizing, developing and presenting their own ideas and

worst at Tepeating another person's ideas in their own words.
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The other topic for tha 1l0-year-olds was related to 'children's bed-
times' and the students were much better at repeating the idea with almost
three-quarters giving an adequate response compared with less than a half
for the other topic. Only slightly more students than for the other topic
(68 compared with 63 per cent) made an acceptable critical judgement but a
very much lower proportion (61 per ce t) were able to organize, develop
and present their own ideas on this t pic (85 per cent previously). For
the two topics used at the 10-year-old level the performance of the total

group of students was quite variable on two of the three measures made.

The results for the l4-year-olds were more consistent on two of the
three topics they were asked to consider. In addition to the topic 'getting
on with parents' already discussed, they were presented with topics on 'age
of leaving school' and 'pop music’'. With the exception of repeating the
idea on the pop music topic for which only 40 per cent of the l4-year-old
students were successful, the majority of students gave adequate responses
to the questions asked. Details of the proportions of correct responses
are shown in Table 8.4 but, in general, approximately 70 per cent of the
l4-year-olds were able to repeat the ideas expressed in two of the topics
in their own words, more than 80 per cent made appropriate critical judge-
ments about the statements and from 82 to 95 per cent (dependirg on the
topic) demonstrated that they could organize, develop and present their

own ideas in this context.

Conversing

The major tasks that were assessed in this section of the Speaking Tests
were giving and requesting information, greeting people and giving a
message. Different situations were suggested and set up by means of
sequences of four pictures with explanations and questicns read out by the
test administrator. The 10-year-old students had three sequences presented
to them and the l4-year-olds had four sequences. The students were
expected to provide direct speech in answering the questions. The contexts
varied from formal to informal and the purposes ranged across all five
categories identified. A number of the measures made in this section had
low agr-ement between markers and thesc measures were abandoned. However
the results presented below had very high levels of agreement as can be

confirmed by consulting Table 8.4.

One sequence where a boy was shown telephoning a friend to make an

appointment and subsequently to leave a message, was common to the tests
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at both age levels. The message to be left for the friend with the
friend's mother involved changing the time for their appointment., It is
of interest that this was the only identical task which more 10 than 14-
year-olds completed successfully with 80 per cent leaving an ade.ate
message compared with 71 per cent of the older students. The 10-year-old
students were asked in another sequence to give a message from their class
teacher to the school principal. In this situation which was probably more

familiar 96 per cent of the students conveyed an adequate message.

In another situation the 10-year-old students needed to ask the
location of milk in a supermarket from a friend of their mother who they
had met in the shop. On finding they did not have enough money, they
returned home to tell their mother what had happened. For the tasks of
requesting and giving information in these contexts almost all the 10-year-
olds performed adequately with 97 and 99 per cent respectively being
considered to be successful. Using appropriate greetings was another task
which was identified in Chapter Four as being important and the greeting
made to the friend of their mother in this sequence was used to assess
this task. The students had been specifically informed in the example
sequence given that a greeting was required and a greeting had also been
asked for in the text of the question read out to them. It was found that
71 per cent of the 10-year-olds gave an appropriate greeting in this

context.

The 14-year-old students were presented with different situations in
which they were required to give and request information. For giving
information the context varied from giving information to a police officer
about a car accident they had witnessed, to explaining to the school
principal why they were late. It is not surprising that whereas only 60
per cent of the students could perform the first, probably unfamiliar
task adequately, 96 per cent could perform the much more familiar task of
explaining lateness in arrival at school. Two other tasks for the 14-year-
old students involved requesting information on the telephone about a
bicycle that had been advertised for sale, and seeking a part-time job in
a supermarket. For the item related t6 the bicycle, some establishment of
reasons for telephoning plus at least two questions about the bicycle were
required for adequacy but these requirements were met by only 45 per cent
of students. 1In seeking part-time employment, the students were required
simply to make some sort of request for a part-time job by mentioning

times when they were available or any other indication of what was being
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Table 8.5 Reading Errors (Including Prompts} Made by 10-Year-0ld and
14 -Year-01d Students

No. of Errors 10-Year-0lds 14-Year-01ds
N % N %

None 62 5 48 4

1 -3 269 21 255 20

4 - 7 464 36 434 33

8 - 15 399 31 456 35

16 or more 53 4 77

Missing data® 52 4 33 3

No. of Students 1299 1303

a Most of the missing data arise from students who completed
the Listening and Word Knowledge Tests but who did not
attempt the Speaking Test at all.

requested. This task was handled successfully by 53 per cent of the 14-
year-old students. It would seem that neither of these tasks was familiar
to many students. In 1975 a different item required that students write
an application for a job and 50 per cent of 14-year-olds were able to
complete the task successfully (Bourke and Lewis, 1976:5.27, 5.28).
Although the item used in 1975 might seem to be much more demandirg in the
criteria that were required for a successful resronse, the closeness of

the results between 1975 and 1978 is interesting.

Results of Other Assessments of Adequacy

In additicn to the results already described the students at both age
levels were assessed on reading adequacy, supplying literal meaning of what
was read, and supplying conversation for a story that had been invented
from a pictorial stimulus. Each of these assessments 1s now considered

in turn.

Reading Adequacy. Reading adequacy was assessed by totalling the numbers

of errors made and prompts given throughout the three reading tasks
designed for the 1l0-year-old students and the four tasks for the l4-year-
olds. Care was taken not to count any one reading problem as both an error
and a prompt. In fact very few prompts were necessary. When these errors
were totalled there was a maximum of 84 errors for the 10-year-olds and 60
errors for the l4-year-olds, with by far the majority of students making

between four and fifteen errors. The numbers of errors (including prompts)
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Table 8.6 Proportions of Adequate Responses to Supplying Literal Meaning

and Conversation by 10-Yecar-0ld and 14-Year-0ld Students

No. of Adequgte Literal Meaning Supplying Conversation
Respunces Ageulo Agea14 Agemlo Ageq14
0 2 1 - 1
1 13 10 2 4
2 32 33 18 15
3 54 55 84 87

a Miscing data have been excluded.

’

were grouped into five categories and the proportions of students in each
category are shown in Table 8.5. It should be noted that the 10-year-old
students were asked to read 319 words and the l4-year-olds read 270 of the
same words plus 87 other words, making a total of 357 words. It would seem
that the distribution of errors shown in Table 8.5 represents a high level
ot reading proficicncy, espccially as the students were reading aloud. In
particular it will be noted fhat the 10-year-olds performed as well as the
l4-year-olds after allowing for the different number of words read by the
two groups. Only the small proportions of students wheo made more than 16

errors could be said to be reading so poorly that meaning was in danger of

being lost.

Supplying Literal Meaning. The 10- and l4-year-old students were asked
the literal meanings of the same three phrases they had read in the story

'A Fly Went By'. The phrases were:

shook with fear

1
2 That frog is after me.

-

3 Do not pick on the frog like that.

The key words that were repeated when the questions were asked have been
underlined. The results indicated that there was little difference between
the two age levels in being able to supply literal meaning for phrases

such as these, and that more than four-fifths of the students were able to
respond adequately to at least two of the phrases. At the other end of the
scale only two per cent of the 10-year-olds and one per cent of the l4-year-
olds were unable to give the correct literal meaning for any of the phrases.

The distributions of these results are shown in Table 8.6.
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Figure 8.1. Distributions of Overall Measures of Reading-Aloud Fluency and
Flucncy—When-Giving-Opinions for 10 § 14-Year-01d _Students.

Supplying Conversation. The 10- and 1l4-year-old students were asked to

tell a story based on pictorial stimulus material. Different stimulus
material was used for the two age levels but in each case the students
were asked to supply three items of conversation appropriate to the story.
Where it was necessary the students were prompted to provide direct speech.
The actual pietures and conversation sought may be inspected in Appendix
Six. It can be seen in Table 8.6 that the majority of both groups of
students were able to provide appropriate conversation for all three items
requested. More than four-fifths of the students had all three items
scored as adequate, very small proportions made only one adequate response

and less than one per cent failed to provide any adequate conversation.

Results of Fluency Assessments

1

The fluency assessments reported here are the sums of the measures
recorded for reading aloud and for giving opinions. The sums have been
recoded onto a five-point scale, and the distributions for both measures
for the 10-year-old and the 14-year-old students are shown in Figure 8.1.

The distributions were all negatively skewed to some extent but, at both
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Table 8.7 Proportions of Students Giving an Adequate Response by

Fluency Category for Reading Aloud and Giving Opinions

Task Assessed: Total Reading aloud: Giving opinions:
Proportion Adequate Sample Fluency _____Fluency _
% L% M% H% L% M% H%

10-Year-01ld Students

Giving directions 72 47 71 80 14 74 80
Civing a message 80 67 78 87 63 81 90
Repeating ideas 40 35 42 54 38 43 66
Making critical

judgements 63 35 58 75 273 63 85
Giving own ideas 85 62 84 92 51 86 96

l4-Year-0l1ld Students

Giving directions 0 46 60 71 44 64 71
Giving a message 71 70 70 72 63 71 73
Repeating ideas 72 63 69 77 63 69 80
Making critical

judgements 841 69 80 91 53 83 95
Giving own ideas 95 83 95 98 79 95 100

a Missing data have been excluded.

age levels, the distributions for reading aloud were more skewed than the
distributions for giving opinions. The variation in scores awarded for
giving opinion was less than that for reading aloud, especially at the
10-year-old level, as can be seen by the high peaks of the distributions
at a score of three. It would seem that the type of responses students
made when giving opinions may not have allowed very much scope for
differences in fluency capabilities to become apparent. Alternatively
perhaps fluency for these items was very dependent upon other character-
istics of students' answers such as adequacy and, although there were
differences in levels of fluency in the responses, the markers were not
always able to recognize the differences while they were concentrating on
the adequacy of responses. As stated earlier, for reasons of economy
markers were scoring for adequacy and fluency at the same time. It is
reasonable to expect that there would be a relationship between measures
of adequacy and fluency for the same responses, but it would also be
hoped that, to some extent, assessments of adequacy and fluency would take

different characteristics of responses into consideration and would



therefore differ somewhat. Consequently there should be some cases where
a student was assessed as having provided an adequate response without

being fluent, and vice versa.

When two fluency assessments made for each student (reading aloud and
giving opinions) were compared with a number of adequacy assessments
{(giving directions, giving a message, reveating an idea, expressing
critical judgements and giving own ideas), the relationships between
fluency and adequacy varied considerably. The relationships were very high
between both fluency assessments and expressing critical judgements and
giving own ideas, particularly for the 10-year-old students. The relation-
ships were quite low at both age levels for repeating ideas, especially
for reading-aloud fluency. At the 14-year—oid level there were low
relationships between both fluency assessments and giving a message. The
relationships are shown"in Table 8.7 where the proportions of students who
made adequate responses are shown for different fluency categories.

Because of the small numbers of students in some categories, fluency
assessments of 1 and 2 have been grouped into a low fluency category (L)
and fluency assessments of 4 and S5 have been grouped into 2 high fluency
category (H). Fluency assessments of 3 are shown in the table as moderate
fluency (M). The relationships between fluency-when-giving-opinion and
adequacy of responses when repeating ideas, making critical judgements

and giving own ideas are of particular interest because the latter
responses were the constituents of the sections of the Speaking Tests
concerned with giving opinions. Although some of the relationships were
high, there was in each case a proportion of students who provided adequate
responses and yet had a low fluency for those responses, and some students
who had high fluency but who failed to Tespond adequately. In the case of
the l4-year-old students a majorit& of the students with low fluency made
adequate responses, whereas for the 10-year-old students the proportion of

students in this category was as low as 27 per cent for the task of
making critical judgements.

One other comparison between fluency and adequacy assessments was of
particular interest. Fluency when reading aloud has been compared with
the total number of errors made when reading aloud as a measure of adequacy
described earlier in this chapter. The relationships for both age levels
are shown in Table 8.8 for the low, medium and high categories of fluency
" ased previously, and for five categories of number of errors as shown.

The results clearly indicate a high relationship between the fluency and



Table 8.8 Reading Aloud: Comparison of Errors and Fluency for 10-and

14-Year-01d Students

Reading Aloud? Fluency

No. of Errors (Adequacy) 10-Yecar-0Olds 14-Year-0lds
L% M% H% L% M% H%

None ' 3 23 74 - 21 79

1 -3 6 35 59 3 30 67

4 - 7 12 47 42 10 35 55

8 - 15 18 57 25 33 44 23

16 or more 48 44 8 69 23 8

a Missing data have been excluded.

adequacy assessments made for reading aloud. The relationship was slightly
higher at the 1l4-year-old level than at the 10-year-old level although
approximately a quarter of the students at both age levels who made between

eight and fifteen reading errors were in the high reading fluency groups.
Summary

The Speaking Tests at both age levels attempted to cover as wide a range
of abilities, contexts and purposes as possibie given the restricted
nature of the recorded interview which comprised the tests. The main

tvpes of assessment made were those of adequacy of communication which was
criterion-referenced and fluency of the responses made, a norm-referenced
measure. Where agreement between different markers on an item did not
reach 70 per cent of the sample of tests selected for re-scoring, that

item was omitted from further consideration. Finally assessments were made
of ability to provide personal details, of 19 and 24 adequacy measures for
the 10-year-old and 14-year-old students respectively, and of two global

fiuency measures.

High proportions of students at both age levels were able to give
personal details orally, with only year of birth presenting a problem for
some 20 per cent of l0-year-olds. In general the results were very similar
to those obtained when students had been asked to write these details in a

form completion item in 1975, and this was particularly true at the 14-year-
old level.

The range of tasks for which adequacy of communication was assessed,
not unexpectedly produced a considerable variation in results at both age

levels. At the 10-year-old level the lowest proportion of students able
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to make an adequate response was 46 per cent for repeating an idea in their
own words, and the highest proportion was 99 per cent for listing facts in
order. For most tasks between 70 and 90 per cent of the 10-year-old
students were able to respond adequately. At the l4-year-old level the
lowest and highest proportions of students making an adequate response
were 40 per cent (repeating an idea) and 99 per cent (listing facts)
respectively, the same two tasks as for the 10-year-olds. Between 65 and
95 per cent of the l4-year-olds were able to make adequate responses to
most tasks. The major factor which seemed to be important in determining
the proportions of students who were able to complete a task adequately
was the familiarity of the context in which the task was placed. On
similar tasks in different contexts, differences were sometimes as high as
30 per cent of students at both age levels. In general, when the context
was familiar to students at least 80 per cent of the students were found

to be-able to perform adequately the task that had been set.

The two fluency assessments reported were associated with reading
aloud and with giving opinions. Although markers had been asked to award
fluency scores on the basis of a normal distribution, it was found that
they were able to distinguish a greater range of fluency for reading aloud
than for giving opinions. However when fluency scores were related to
adequacy assessments, the giving-opinion fluency scores were much more
closely related to adequacy than were the reading-aloud fluency measures.
This was true even when only the adequacy measures not associated with
giving opinion were considered. Fluency was also more highly related to
adequacy for the l0-year-old students than was the case for the l4-year-
olds.

The task of reading aloud was well done by at least approximately 90
per cent of students, whether this was assessed by the number of errors
made or by the literal comprehension of what was read. Fluency when
reading aloud, being less related to the other speaking assessments made,
would clearly depend strongly on reading ability and less on ability to
perform other speaking tasks. The remainder of the Speaking Tests relied
upon pictorial stimulus material and other information being read to the
student in order to minimise the dependence on reading of the speaking

assessments made.
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CHAPTER NINE

COMPARISON OF LISTENING AND SPEAKING PERFORMANCES

Effects of Assessment Methods Used

The methods of assessment used in this study were limited in a number of
ways. The listening tests were administered by means of an audio-cassette
recorder to ensure that the presentation of the stimulus material for the
test was standardized for all students, and to permit the use of a range of
stimuli that otherwise would not have been possible. The difficulty
associated with listening to a disembodied voice where visual cues produced
by the speaker are absent, is well known and the use of video-cassette
recorders to administer the listening tests would have been preferable if
it were not for the very high costs of producing, duplicating, distributing
and using video recordings. Although every school in the sample had access
to at least one audio-cassette recorder, the same would not have been the
case if video-cassette recorders had been necessary to administer the
listening tests. Similar limitations applied to the speaking tests where
students' responses were recorded on an audio- cassette with the attendant
loss of their facial expressions and other visual responses to the test
items. However apart from the expense involved, the use of video to record
student responses would have been very obtrusive in the interview situation
which constituted the speaking tests, whereas the presence of a cassette
recorder was likely to be less threatening to the students and the teacher-

interviewers.

To investigate the effects of the assessment methods used, two items
were inserted in the school questionnaire (see Appendix Seven). The items
concerned the nature of the relationship between the speaking test admin-
istrator and the student being tested, and the degree of use of a tape or
cassette recorder normally made by the student in his language program.
Other items concerning the perceived confidence with which the student
approached the speaking test, and the general use of audio-recorders, radio
and television by the school are also relevant here. The relationships of
these items with achievement on the listening and speaking tests are

considered in the remainder of this section.
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The Speaking Test Administrator

The person who administered the speaking test was asked to indicate for
each student whether the test was administered to the student by:

- his or her class teacher

- another teacher at the school

- someone else known to the student

- someone not known to the student.

Concern had been expressed that, in administering the speaking test, the
use of a person whom the student did not know could have had a detrimental
effect upon the student's performance. Such a person was used only when

a school was willing to take part in the study but the staff were unable

to make arrangements to do the testing themselves. It was considered to be
preferable to administer the test by arranging for a research assistant to
visit the schools than to omit their students from the carefully-drawn
samples. The collated results indicated that seven per cent of the 10-year-
old student sample and one eighth of the 14-year-old student sample were
tested by a person not previously known to them (see Table 9.1). By far
the majority of students (approximately three-quarters) were tested by

another teacher at their school.

The results on a representative selection of speaking tasks that were
common to both age levels are shown for students tested by the four ident-
ified categories of administrator in Table 9.1. It will be noted that the
performances of students who did not know the test administrator were not
lower than the performances of other students. In fact there was a tendency
for slightly higher proportions of these students to have given adequate
responses to speaking test items. The reasonable concern that students
tested by a person they did not know might perform less successxiully than
other students for that reason alone was not supported by the results at

either age level.

Student Use of Tape or Cassette Recorders

The teacher who taught English to each of the students in the sample was
asked whether the student used a tape or -«cassette recorder as part of the
language program at the school

- most days

- about once a week

- every now and again

- rarely or never.
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Table 9.1 Relationships Between Test Administrator and Student

Performance on Several Speaking Tasks

Speaking Task? Total Test Administrator
Adequate % Sample Own Another Other Not
Teacher Teacher Known Known

10-Year-01d Students

Give address 96 93 97 93 98
Give date of birth 78 72 78 81 87
Sequence ideas - 95 97 94 95 95
Make critical judgement 63 60 62 65 75
Give message 80 74 81 84 88
Number of Students 163 936 51 87

l4-Year-01d Students

Give address 96 94 96 100 95
Give date of birth 97 97 97 99 98
Sequence ideas 98 99 98 100 100
Make critical judgement 84 85 85 76 82
Give message 71 66 72 81 71
Number of Students 87 934 76 158

Missing data have been eliminated.

It was thought that the degree of a student'c familiarity with a tape or
cassette recorder in English lessons might well be important for his
ability to cope with the listening test and for the ease with which he
accepted the presence of the cassette recorder used to record his responses

for the speaking test.

The distributions of students on this item were given in Table 6.14.
Although the primary school students in the sample used a recorder much
more frequently than the secondary school students, at both age levels
there were very few students who used a recorder more than weekly and large
proportions of students who rarely or never used a recorder in their
English lessons. The results for students according to their use of
recorders are shown in Table 9.2 for a selection of listening and speaking
tasks. Because of the small numbers, the first two categories have been
collapsed. In the Table, the high frequency of use category (H) includes

students who use a recorder at least once a week, the moderate category (M)
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Table 9.2 Relationships Between Student Use of a Recorder in English

Lessons and Performance on Some Listening and Speaking Tasks

Task Total Sample Frequency of Recorder Use

% Successful Age 10 Age 14 10-Year-0lds 14-Year-0lds
H M L H M L

Listening

Literal Meaning 27 43 28 29 25 47 42 43

Different Situations 47 80 56 44 46 79 80 81

Total Test 62 79 67 62 61 74 78 80

SEeakinga

Give address 96 96 95 97 96 94 96 96

Scquence ideas 95 98 98 94 94 100 98 98

Make critical judgement 63 84 62 63 61 86 84 84

Number of Students 170 592 500 34 473 763

2 Missing data have been eliminated.

corresponds with use every now and again, and the low category (L) refers

to students who used a recorder rarely or never.

In general there seemed to be little if any effect of previous use of
a tape recorder on the performance of these tasks by the l4-year-old
students with more students in the low usage category making adequate
responses than students in the high usage category for some assessments.
There was a consistent tendency however for 10-year-old students in the low
usage category to have a lower performance than students in the high usage
category. The effect on performance of the degree of usage by 10-year-old
students of tape or cassette recorders in their English language programs

is considered further in Chapter Elecven.

Perceived Student Confidence

The confidence with which a student approached the speaking test was one of
the criteria used in assessing performance on the speaking test. Only one
global assessment was made for each student by the person who administered
the speaking test to the student. The distributions of the 10-and 14-year-
old students on perceived confidence were presented in Table 8.1 and were
found to be very similar. Almost half the students were considered to be

generally confident, approximately a fifth were said to be hesitant at
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Table 9.3 The Relationships of Perceived Student Confidence with

Speaking Test Performance

Speaking Task Total Student Confidence (Category)a
Adequate % Sample 1 2 3 4

10-Year-~01ld Students

Give address 96 98 96 96 90
Give date of birth 78 84 77 65 75
Sequence ideas 95 97 95 90 91
Make critical judgement 63 70 67 49 48
Give message 80 86 82 67 69
Number of Students 1258 628 244 188 161

14-Year-01d Students

Give address 96 97 96 94 94
Give date of birth 97 98 97 97 96
Sequence ideas 98 99 98 97 97
Make critical judgement 84 87 85 85 70
Give message 71 77 71 61 65
Number of Students 1282 587 289 192 179

a ... . ..
Missing data have been eliminated.

first but confident later, the confidence of 15 per cent of students varied
depending on the task, approximately a tenth were somewhat lacking in

confidence and only two per cent were judged as being not confident at all.

For the purpose of relating perceived confidence to adequacy of
response the last two categories, both indicating some degree of lack of
confidence, have been collapsed because of the small student numbers in the
last category. The new categories are:

1 Generally confident

2 Hesitant at first but confident later

3 Confidence variable depending on task

4 Lacking confidence.

Categories (2) and (3), both indicating a variable level of confidence,
could have been collapsed also but it was considered desirable to consider
the effects, if any, on the performance of category (2) students as they

moved sequentially through the speaking test attempting different tasks.
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This was possible as there were substantial numbers of students in both
categories (2) and (3).

When the proportions of students in the four confidence categories are
compared with the proportions of students in the total samples who performed
adequately on the various tasks shown in Table 9.3, it is clear that
students who lacked confidence were more frequently assessed as having made
inadequate responses. Fewer 1l4-year-old students in the third category
(confidence variable depending on task) performed adequately on the task
of giving a message compared with students in other categories but not on
other tasks. Thus the varying canfidence they were judged to exhibit did
appear to affect their ability to respond adequately to the different types
of task. However in the case of the 10-year-old students, those in the
third category had a considerably lower level of performance than other

students for every task shown in Table 9.3.

Students at the l4-year-old level who were judged to be hesitant at
first but confident later (category ) did not reflect this judgement in
the adequacy of the responses they made as they moved through the speaking
test. There was some indication that the 1C-year-olds in the same category
did improve in adequacy of response as they moved through the test. On the
first three items shown in Table 9.3 they had approximately the same level
of performance as the total sample of students, but they had slightly
higher proportions of adequate responses for the remaining two items than
was the case for the total student sample.

Overall School Use of Recorders

The teacher who was co-ordinating this study within each school was asked
to estimate how frequently tape or cassette recorders were used in the
language program for each Year level at their school. There were four
categories offered ranging from most days to rarely or never, plus an
additional 'impossible to generalize' option. The different responses for
the various Year levels were averaged for each school and the distributions
were shown in Table 6.10. In this section the four categories have been
collapsed into three - recorders are used

1 up to about once a week (H),

2 every now and again (M),

3 rarely or never (L).
This provides the same high, medium and low use categories reported earlier
in this chapter for individual student use of recorders. The same listen-

ing and speaking tasks have been selected and reported in Table 9.4 so that
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Table 9.4 The Relationships of Overall School Use of Recorders with

Performance on Selected Listening and Speaking Tasks

Task Total Sample School Use of Recorders

% Successful Age 10 Age 14 10-Year-01ds l4-Year-01lds
H M L H M L

Listening

Literal Meaning 27 43 27 28 21 4] 45 36

Different Situations 47 80 46 49 46 80 80 75

Total Test 62 79 61 62 64 76 79 73

Spgakinga

Give address 96 96 96 96 99 100 85 95

Sequence ideas 95 98 95 95 94 98 98 99

Make critical judgement 63 84 63 61 67 87 82 86

Number of Students 484 576 139 202 672 205

Missing data have been eliminated.

these results may be compared with those in Table 9.2. With the exception
of the Literal Meaning Sub-test, there was no clear relationship between
the school's use of tape or cassette recorders and student success on any
of the listening or speaking tasks shown in Table 9.4. These tasks were
chosen as representative of the range of tasks assessed in the tests. As
teachers were not asked whether they used recorders equally with able and
less able students, it would not sSeem to be possible to pursue further any
relationship between overall school use of recorders and student perform-

ance on the listening and speaking tasks tested.

Overall School Use of Radio and Television

The co-ordinating teacher was also asked to estimate the extent of use

made of radio and of television in the school's language program. The same
categories already described for use of recorders were used for use of
radio and use of television, and the distributions of students on these
variables may be inspected in Table 6.10. The same three categories of
high (H), medium (Mj‘and low (L) usage were also developed from the four
categories shown in Table 6.10 for radio and television and student
performance on the selected listening and speaking tasks are shown in

Table 9.5 for radio use and Table 9.6 for television use.

.



Table 9.5 The Relationships of Overall School Use of Radio with

Performance on Selected Listening and Speaking Tasks

Task Total Sample School Use of Radio

% Successful Age 10 Age 14 10-Year-0lds 14-Year-Glds
H M L H M L

Listening

Literal Meaning 27 43 28 29 22 39 43 42

Different Situations 47 80 47 46 48 77 82 79

Total Test 62 79 61 64 61 74 78 79

SEeakinga

Give address 96 96 97 97 95 99 97 96

Sequence ideas 95 98 95 95 94 95 97 99

Make critical judgement 63 84 61 65 61 86 83 84

Number of Students 610 399 205 101 398 702

Missing data have been eliminated.

There was no general relationship between school use of radio and
student performance on the listening and speaking tasks assessed as is
shown by the representative tasks for which results are presented in
Table 9 .5. However for the Literal Meaning Sub-test, fewer students
were successful at primary schools where radio was used rarely or never.
The majority of items comprising this sub-test were related to the radio
current affairs program 'The World We Live In', so it would seem reason-
able that 10-year-old students not accustomed to listening to radio as
part of their language development program would be less likely to succeed
on a sub-test requiring the literal comprehension of " hat they heard with

such a program as the stimulus.

Therc was no consistent relationship between use of television in
school language programs and the performan-:e of the l4-year-old students
on the listening and speaking tasks presented in Table 9.6. However there
was some relationship, albeit not a consistent one, for the 10-year-2ld
students where the low television usage group had lower proportiont of
students providing adequate responses for the Literal Meaning Sub-test, the
total listening test and the critical judgement item of the spcaking test.
Although school radio usage was somewhat less frequent than school tele-

vision usage, it is not clear from the data collected why there was a
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Table 5.6 The Relationships of Overall “~hool Use of Televisicn with

Performance on Selected Lis ag and Speaking Tasks

Task Total Sample School Use of Telé&vision

% Successful Age 10 Age 14 10-Year-01ds 14-Year-0Olds
H M L H M L

Listening

Literal Meaning 27 43 27 28 24 41 42 48

Different Situations 47 80 47 46 50 81 78 83

Total Test 62 79 63 62 55 80 79 74

Sgeakinga

Give address 96 26 96 96 95 96 97 96

Sequence ideas 85 98 95 95 93 98 93 98

Make critical judgement 63 84 64 63 50 87 82 88

Number of Students 827 273 109 340 707 181

Missing data have been eliminated.

more consistent relationship between television use and student performance

for 10-year-old students than that between radio use and performance.

Some Comparisons and Relationships

It will have been noted from the results presented in Chapters Séven and
Eight that there weve wide differences in the proportions of students who
were successful op the various listening and speaking tasks assessed. In
some cases the ability to accomplish one task would seem to be a pre-
requisite for success on another task, and the extent to which this was th=
case is of interest. Even some tasks which seemed to be alike 1in require-
ment, resultel in quite differxrent levels of student performance and these
tasks will be considered in this section. There were other tasks which
had 4dissimilar requirements but which in some cases resulted in similar
proportinons of students being successful., These tasks will also be
cuosidered with a view to determining the proportions of students who were
successful at both tasks and the proportions who were successful at one
task but not at the other. The latter proportions wilil indicate the
degree of specific difficulty experienced as opposed to more general high

or low student performance.
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Therc were also some paired listening and speaking tasks that attempted
to assess the same ability, for example making critical judgements. For
the listening tests the students were required to listen to what was said,
to make a judgement and tc indicate that judgement by selecting the correct
response from four alternatives which were read out to them. For the
speaking tests the students read short statements (with as<istance if
required}, and were asked to express critical judgements orally. Thus the
requirement to make critical judgements was the same but the mode of
response in one case emphasised listening, and in the other case emphasised
speaking. The results on these and other corresponding pairs of listening

and speaking tasks are also considered in this szction.

Pre-Requisite Tasks o

One example from the listening tests 2ad one from the speaking tests will
be used to illustrate the relationships between tasks when one was potent-
ially a pre-requisite of another. For listening, the ability to comprehend
words and simple statements would seem to be required if a student was to
be able to succeed in later sections of the test. 1In fact only approx-
imately three per cent of the 10-year-old students and less than half of
one per cent of the l14-year-old students failed to demonstrate that they
could comprehand words and simple statements (see Table 7.2). The
subsequent listening test performance of the 37 students aged 10 years

who did not succeed on this sub-test was then considered. One of these
students succeeded on both the literal meaning sub-test and on the total
listening test, and the remainder failed on both. Thus it would seem

-that the ability to comprehend words and simple statements was a pre-
requisite for more general listening performance. The one student who did
not conform to this generalization was probably initially confused or
flust.cred by the situation of the listening test but subsequently displayed

his or her true listening ability.

In the speaking tests, it was thought that the ability to repeat an
idea would be necessary if students were to be able to make critical
judgements concerning the idea. However this was clearly not the case
because far more of the l4-year-old students were successful at the latter
task on the three occasions when these two tasks were attempted on the same
topic (see Table 8.4). The picture was less clear for the 10-year-old
students where higher proportions of students were able to make critical
judgoments on one topic whereas higher proportions were able to repeat

the idea expressed on another topic. It would seem that, whereas students
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Table 9.7 Comparison of Results on Two Similar Listening Tasks

Sub-Test a Conversation Sub-test
% Students 10-Year-0Olds 14 -Year-01lds
] S Total U S Total

Different Situaticns

Unsuccessful (U) 21 32 53 4 16 20
Successful (S) 14 33 47 8 72 80
Total 35 65 100 12 88 100

a Missing data have been eliminated.

need to be able to understand :t least the essence of the idea if they are
to be able to make critical cemment on it, they do not always need to be
able to re-state the idea :- their owm words. The re-stating or summarizing
of other people's ideas was normaily iound by many students to be more
difficult than making critical comments or giving their own ideas on a

topic.

Similar Tasks

Two listening tasks that raquired the exercise of simiiar abilities were
represented by the Conve: aiion and Different Situations Sub-tests. These
sub-tests did not overlap but both assessments required that the student
comprehend what was said where the way it was said was important for
comprehension. The Conversation Sub-test consisted of a conversation
between a shopkeeper and a customer for the 10-year-old students and °
between three members of a family for the l4-year-old students and

intended meaning was conveyed by expression. The Different Situations Sub-
test was the same for both age levels and consisted of ten separate state-
ments . \de by one person each tim~ where the purpose in speaking and
intended audience were to be judged by what was said and the way in which
it was said. The purpose in comparing pe~formance c¢. these two sub-tests
was to assess the effect of context. There were differences in the
proportions of students succeeding on these two apparently similar tasks,
with the differences at the 10-year-old level being much greater than those
at the l4-year-old level (see Table 9.7). The yroportions cf ctudents
succeeding on the Conversation Sub-test but not on the Different Situations
Sub-test were very hiigh, and were lower Lut still fairly high for students
not succeeding on the former but succeedling on the latter Sub-tes:.

Clearly the different contexts in which the items in these two sub-tests

o
)
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Table 9.8 Comparison of Results on Two Similar Speaking Tasks

Task Supply Conversation
% Students” 10-Year-Olds 14-Year-0ids
U S Total u S Total

Give a message

Unsuccessful (U) 5 15 19 - 6 23 29
Successful (S) 14 66 80 12 59 71
Total 19 81 100 18 82 190

Missing data have been eliminated.

were placed and the slightly different abilities required were very
important for student performance, as there was no significant relationship
between individual student performance on the two sub-tests at either age
level (X? <2, df = 1}.

Two speaking tasks which were related to conversing were the request
to supply conversation apprepriate to a pictorial stimulus and the require-
ment to give a message while cc.versing. These tasks did have much more
similar levels of performance than the listening tasks, with the 10-year-old
students in particular having almost identical proportions responuing
adequately to the two conversing tasks (see Table 9.8). However as for the
Iistenkng tasks, there was no significant relationship between individual
student performance on the tasks with high proportions succeeding on one
task but 7not _on the other at both age levels CX? <1, df = 1).

Dissimilar Tasks

Two non-overlapping dissimilar listening tasks of considerable interest are

represented by the Literal Meaning and the Critical Judgements Sub-tests.

Table 9.9 Comparison of Results on Two Dissimilar Listening Tasks

Sub-Test a Literal Meaning
% Students 10-Year-0lds 14-Year-0lds
U S Total u S Total

Critical judgements

Unsuccessful (U) 58 19 77 12 4 15
Successful (S) 15 8 23 46 39 85
Total 73 27 100 57 43 100

Missing daca have been eliminated.
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Table 9.10 Comparison of Results on Two Dissimilar Speaking Tasks

Task a . Making Critical Judgements
% Students 10-Year-01ds l4-Year-01lds
U S Total U S Total

Give a message

Unsuccessful (U) 11 8 19 5 23 29
Successful (S) 26 55 80 11 61 71
Total 37 63 100 16 84 100

Missing data have been eliminated.

Both Sub-tests cut across at least two sections of the listening test but
the Literal Meaning Sub-test consisted of items where only the literal
comprehension of what was said was important whereas for the Critical
Judgements Sub-test the way in which something was said was also important
for comprehension. In the case of the 10-year-olds, similar proportions of
students were successful on these two tasks yet almost twice as many 14-
year-olds were successful on the Critical Judgements Sub-test compared with
the Literal Meaning Sub-test. The way in which something was said seemed
to be helpful for comprehension by the l4-year-old students but not by the
10-year-old students. The results of the comparisons in performance on
these tasks are shown in Table 9.9. Again there were relatively high
proportions of 10-year-old students who were successful on the Literal
Meaning Sub-test but not on the Critical Judgements Sub-test and vice versa,
even though similar proportions were successful on these two sub-tests.
Although there was a very large difference in the proportions of l4-year-
old students succeeding on these two sub-tests, there were still four  (er
cent of students who were unsuccessful on the Critical Judgemerits Sub-test
yet successful on the Literal Meaning Sub-test. The relationships for

e e . .. 2
individual students on these two tasks were not Significant (X~ <2, df = 1).

Two dissimilar speaking tasks were those invclving making critical
judgements and giving a message. The tasks that were identical for both age
levels have been used to compare the student results on these tasks shown
in Table 9.10. The levels of performahce on the two tasks differed,
especially at the 10-year-old level. Again it was found that there were
high proportions of students who succeeded on one task but not on the other.
There was no relationship between individual student performance on the two

di*ssimilar tasks at the l4-year-old level (X? <1, df = 1). There was a
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Table 9.11 Comparison of Results for Conversing in the

Listening and Speaking Tests

Task/éub—test Listening: Comprehending Conversation
% Students? 10-Year-0lds 14-Year-01ds
U S Total u S Total

Speaking: Giving a message

tnsuccessful (U) 8 12 20 4 25 29
Successful (S) 28 53 80 8 63 71
Total 35 65 100 12 88 100
a

Missing data have been eliminated.

relationship between individual student performance on the tasks

when the data for the 10-year-c¢lds presented in Table 9.10 was considered
(X? = 4.45, df = 1). However as weighted data were used in calculating the
percentages of students it is unlikely that the relationship would be
significant at the 0.05 confidence level where a X? value of 3.84 is
required for significance with one degree of freedom, under the assumption

of simple random sampiing.

Listening and Speaking Comparisons

When the more important tasks were identified as described in Chapter Four,
there were some listening and speaking tasks that were considered to
correspond with one 'another. One of these pairs of listening and speaking
tasks was concerned with conversing, and results for the listening sub-test
Comprehending Conversation and for the speaking task of giving a message
while conversing with another person are compared. Another pair of tasks
were making critical judgements which were assessed at both age levels in
both the listening and the speaking tests. The results for these compar-
isons, used to indicate some aspects of the relationship between listening
énd speaking tasks, are given in Table 9.11 for conversing and Table 9.12

for making critical judgements.

Inspection of Table 9.11 indicates that there was a higher proportion
of 10-year-old than l4-year-old ﬁtudents who were successful on one
conversing task but not on the other, even though the differences in over-
all performance of the two tasks were very similar at both age levels.
However even at the 14-year-old level there were a third of the students

who succeeded at one task but not at the other. The tasks were quite
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Table 9.12 Comparison of Results for Making Critical Judgements

in the Listening and Speaking Tests

Task/Sub-tgst Listening: Critical Judgements
% Students 10-Year-0Qlds 14-Year-0Olds
U S Total U S Total

Speaking: Critical Judgements

Unsuccessful (U) 31 7 37 4 12 16
Successful (S) 45 17 63 11 73 84
Total 77 23 100 15 85 100

Missing data have been eliminated,

discrete with respect to individual student performance, especially for the
10-year-old students. There was no significant relationship between
individual student performance on the paired listening and speaking tasks

concerned with conversing (X? <1, df = 1).

There was a wide difference in the proportions of successful 10-year-
old students on the listening and speaking tasks where critical judgements
were necessary, but not in the proportions of 1l4-year-old students (see
Table 9.12). However in both cases again there were relatively high
proportions of students who succeeded on one task but not on the other.
This was particularly obvious at the l4-year-old level where, of the 27
per cent of students who did not succeed on both tasks, all but four per
cent succeeded on one task but not on the other. There was no significant
relationship between student performance on listening and speaking tasks

requiring critical judgements at either age level CX? <2, df = 1).

Although conversing and making critical judgements were two tasks
where compavable listening and speaking assessments were made in each case,
the listening and spezking performances of individual students were not

related for either task.
Summary

It was found that the administration of the speaking test by a person who
was not known to a student did not adversely affect the results obtained
by the student. Thus the reasonable concern that the use of outsiders to
test some students might depress their performance on the speaking test was
not supported by the empirical evidence. The extent to which individual

students used a tape or cassette recorder in English lessons, and the
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school's general level of use of audio-recorders, radio and television was
also thought likely to be related to student pziformance in listening and
speaking. There seemed to be little or no effect of use of recorders,
whether assessed for individuals or for schools, and use of radio on

student performance. Interestingly there was found to be a relationship
between some measures of listening and speaking and school use of television
but only at the 10-year-old level. Fewer students at schools where tele-
vision was used in the language program rarely or never (the low usage
category) were successful on the listening test as a whole and on the speak-
ing task of making critical judgements when compared with students at schools
where television wa: used at least every now and again. Although almost all
students would watch television at home even if not at school, it could
reasonably be assumed that they are asked ‘to do more than passively watch a

program when the use of television is incorporated into lessons.

In addition to being one of the criteria which were used to assess
speaking performance, student confidence as perceived by the person who
administered the speaking test was found to be strongly related to perform-
ance on the various listening and speaking tasks. Fewer students who were
considered to lack confidence to some degree were successful on the tasks
assessed when compared with students who were generally confident.
Students aged 14 years who were judged to be hesitant in the first part
of the test but confident later in the test did not differ in performance
in the way that might have been anticipated. However there was some
progression in performance as they moved through the test by 10-year-old
students whom the test administrator judged to be hesitant at first but

confident later.

When the relationships between presumed pre-requisite tasks were
considered, it was found that success on the listening task of comprehend-
ing words and simple statements did seem to be necessary for success on
later and more complex listening tasks by 10-year-old students. There were
insufficient numbers of 14-year-old students who failed to succeed on the
comprehending words and simple statements sub-test for their performance
on the later listening tasks to be assessed. For speaking it was found
that the ability to repeat an idea was not a pre-requisite for being able

to make critical judgements concerning the idea.

When student performances on apparently similar and dissimilar listen~
ing tasks and then speaking tasks were considered, it was found that there

was no relationship between individual student performance on the tasks.
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The same was found for apparently comparable pairings of listening and
speaking tasks. These findings suggest that in some cases the different
contexts in which the tasks were placed were very influential in deter-
mining student performance, and in other cases the listening and speaking
abilities that students possessed were very discrete. Either situation
would be likely to result in no relationship being found between tasks.
Perhaps in most cases both the different contexts and the discrete nature
of the abilities possessed, combined to eliminate student performance
relationsiiips between listening tasks and'speaking tasks which might be
anticipated. Such findings are interesting in the context of the now
generally accepted concept of unity in language development (Bullock,
1975:162). Much more detailed investigation of the effects on student
performance of different contexts in combination with different abilities

is necessary if these relationships are to be unravelled.
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CHAPTER TEN

DETAILED ANALYSIS OF TWO SPECIFIC SPEAKING TASKS

Introduction

~In the major assessment thrust of this study the speaking test responses
were scored primarily on adequacy and fluency using two different types
of asse55ment, criterion-referenced measures of adequacy of response and
normative measures of fluency of response. The adequacy of a response was
assessed by taking into consideration what was said, that is what ideas
were finally communicated, rather than how it was said. Adequacy was
assessed against the specific requirements of each speaking task. This
type of criterion-referenced assessment did not depend upon the performance
of other individual students or of the group. The fluency of a response
was indicated by the rate of articulation and the extent to which a
continuous flow-of speech was produced without excessive hesitation or
slowness, that is pace, pause and rhythm of speech were assessed. Fluency
was assessed by a normative measure, the markers being required to make a
global assessment of each students' response in comparison withk the

responses of other students.

Because the scoring of the speaking tests was so time-consuming only
a global normative measure of fluency of response was possible.
Consequently it was thought to be of interest to look at the speaking .
responses in more detail by analysing tiie language spoken in terms of
quantity of response and fluency of response. This type of analysis was
not primarily concerned with the adequacy of the students' responses in
terms of relevance of ideas to the question asked, rather it was concernsd
with an analysis of how these ideas were expressed and whether they
constituted meaningful communication. Because the analysis was detailed
and time-consuming only a small sample of student responses could be

analysed for only two speaking tasks.

The Tasks

The seiection of tasks was limited because in order to make a comparison
b:tween the performance of the 10-year-old and the 1l4-year-old student

samples the tasks selected had to be common to the speaking tests at both
age levels. It was alsc considered desirable to choose tasks that coula

be used to compare student performance within each subgroup. The two tasks
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that were finally selected from the items common to both speaking tests
were chosen specifically because they encouraged the students to use two
different types of language. The two tasks chosen to be analysed in
detail were task no. 2.14, describing objects by referring to detail, and
task no. 3.13, telling a story. These tasks were assessed by item 2(a),
2(b) and item 5(b) in the speaking tests at both age levels and the actual

items may be inspected in Appendix Six.

As mentioned in Chapter Four, describing objects and telling a stor:
were selected as two of the 22 speaking tasks chosen as possible tasks for
assessment. The Advisory Commiitee, the research team and the teachers
interviewed considered that students should be able to perform both tasks
and that they were important in the development of a school's language
program. Describing objects by referring to detail (task no. 2.14) was
considered essential, that is a task which students must be able to
perform and which is essential in a school's language development program,
by 50 per cent of secondary school teachers; but fewer primary school

teachers placed as much emphasis 1 this task.

The tasks encouraged the students to use two different types of
language. In item 2 the students were asked to describe an object by
referring to detail. There wwre two parts to this item, description of an
object that was not present, a window in a room of their own house, @nd
description of an object that was present, a pictorial representation of
a box of matches. Both were familiar, commonplace objects and students
were expected to give a detailed description of certain features of the
objects until they had verbally built up a comprehensive picture sufficient
for the listener to visualize what was being desnribed. They were not
required to be imaginative or creative in their description but to use
lar uage that was functional and concise. Skill at using purely 'trans-
actional larguage' (Brittor, 1973:174) is very important, not only at
school where it would be essential to learning, but in employment and in
social situations as well. The ability to describe something clearly
without digressing unnecessarily tou unrelated facts is essential to any

form of communication, from giving information to general conversation.

The language required in completing this task is unimaginative in the
sense that students do not have to make it up, they have only to describe
in detail what is remembered or what is seen before them. It 1is factual
and informative speech, tied down by the facts relating to the object
itself. as illustrated in the foilowing transcript of a l4-year-old

s:udent's response to item 2(a).
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[t's a square window, and, it's got a, window sill a wooden
window sill and, wooden frame around it, it's got, ah ordinary
curtains which you pull across by yourself which have got, lilac
flowers, small lilac flowers, on it, with, light-grcen, um
leaves, it's got a white background, it has a blind, um bechind
the curtain and when it's hot, outside you can pull down, wooden,
ah [ don't know what you call them, ah, another sort of a blind
and it rolls down, to stop the sun, and it's got two panecs, and
flyscrcen on onc where you pull it across.

The two parts of item 2 differed in the presentation of the stimulus
material: onc objecct had to be recalled from memory, the other was
pictorially presented. Students were also expected to describe the usc of
the second object after they had described its physical properties, but
they werc only cxpected to describe what the window looked like. The
followi- g 15 a transcript of a ld4-ycar-old student's response to item 2(b),
describing a box of matches.

Well it's a box of matches, and, um it's, pretty small, about,
two inches by, no more than that, ah ha four inches by onc and a
half and then about, three-quarters of an inch deep, and therc's
a sort of a drawer inside il and you pull it out and it's got
the matches in it, and you use the matches for, lighting
cigarcttes and, fires and stuff like that, and, the mntches are
just wooden with chemical stuff on the top which is red usualuiy,
and there's about fifty in the box, and you ligat it by

striking against the sidec of the box.

It was cxnzcted that item 5(b) would clicit a different usc of language
than item 2. Students were asked to tell a story in their own wovrds after

having rcad aloud a scction from the story book A Fly Went By (McClintock,

1958:3-19). This allowe-l the stuwent scope to speak imaginatively and
creatively, while basing his story on a broad outlinc of facts. Thus he
could use 'expressive language' (Britton, 1973:174), in the sensc that he
could reccrcate a story by the use of his imagination and bis cwn perceptions
in order to interest tiwe :astcner. The expectation was that the student
would crcate, in his own words, a story with as much character as the
original book. llowever, the wording of the question:

'Would you cxplain wi:at the story is about, up to there,! lent itself to a
number of interpretations, from a lengthy and wordy point by point
description of the main cvents in the story, cemplete with direct spccech,
as illustrated by this transcript of a l4-ycar-old student's response:

{2, it's about a boy who was just sittingz in a boat, and um hc
-aw a flv go past and he was shaking wiri. fear so hc askqd him
why he was shaking with fc.r and he <a d because, um, a ftrog was
frog was after him, so he told tne frog to stop, and um he.askcd
hin® why he wanted the fly ovecause the fly wasn't hurting him and
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he said he he didn't want the fly but he had to hop because he
had to get away from a cat that was chasing him, and so the cat
came afterwards and he asked it he asked the cat to stop, and he
asked the cat why he was chasing the frog, and the cat said he
wasn't chasing the frog, he was, he was running away from a dog.
Yeah, so then they 11 went past ecach other and then the guy
asked himself what cou!d he do because the:r were all going so
quickly and he couldn't stop them.

to more succinct descriptions of events by a 10-year-old student;

So um fly, he's ge.ting chased by a, by a frog and the frog's
getting chased by a cat and the cat's getting chased by a dog.

and by a la-year-old student:

The fly thought that, the frog the cat zad the dog, wanted to
catch him.

One ld-year-old student saw no nced to even mention the participants in
the story, preferring to summarize the action as briefly as possible:
The story is about a boy who's, seeing some, action of an,
different animals chasing ecach other in sequence a series.
Although the story was written for young children and was gquite simple
tc understand, when the students came to give a description of the plot
many became involved in language mazes and ful ¢ starts and found the
repetition of the events more difficult than expected, as illustrated

by this response by a 10-year-old student:

[t's telling, the the cat, er want to be, jump, like the, the,
the fly was jumping, and the boy asked him why, because the the
the the frog was want to to go to go and eat the, just to, jump
Like the frog, and the cat wanted, to to jump like the fl. to
fly, the frog wanted to fly like the fly and the cat wanted to
jurp tike the, er frog and the dog wanted to run like the cat.

Selection of the Sample

A measure of verbal ability of students was provided by the scores obtained
from a short word knowledge test developed by R.L. Thorndike (1973). It
was decided to examine the speech of students at the extremes of the word
knowledge scores, after they were corrected for guessing, which were used
as the basis of sclection of the sturdent sample. It was hypothesized that
the ability to describe sbjects orally and to tell a story orally may te
depentent to some extent on the student's command of vocabulary. Those
students at both age levels who displayed the widest range of vocabulary
formed a group which will be ref:rred to as the 'high' group, while those
students with the smallest vacabul:ry —ange will be referred to as the

'low' group.
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Table 10.1 State Distribution of Sample

Number of Students ACT NSW VIC QLD SA WA TAS NT

10-Year-01d

Low Group 2 2 3 - 2 - 2
High Group 1 2 - 2 4 - 1 2
14-Year-01d

Low Group 1 2 3 2 - 1 2 1
High Group 2 4 2 1 1 1 1 -

One standard deviation above and below the mean for the whole sample
on corrected word knowledge scores was calculated for each age group and
six male and Six female students were selected at random from each of
these extremes. This produced a 14-year-old sub-sample of twelve students
in the high egroup with a range of scores between 24 and 40, the highest
possible score, and twelve students in the low group with a rang- of
s~ores from zero to eight. (Although six was the cut-off point for this
group two students had to be chnsen with scores of eight because therc were
insufficient - t1.dents of both s xes within the range from cerc cu six.) The
10-year-old sub-sample consisted of twelve students in the high group with
scores greater than 28, and twelve students in the low group with a range
of scores up to seven. Each of the studer..5 chosen, in the 10-year-old

and 14-year-old age groups, completed all sections of the testing program.

No attempt was made to distribute the sawmple evenly across alil
Australian States on the assumption that probably no definite State
differences would exist, but a f .rly even distribution did result, ex:tept

for the one or two omissicns indicated in Table 10.1.

Description of Analyses

A number of measures were chosen in order to analyse each individual
spoken response to items 2(a), 2(b), and item S(b) in terms of quartity
of response and fluency of response for the 48 students chosen. There
were three important eclements to be taken into consideration - the words
the student spoke, the time the student took delivering his response, and
whether the student wa; communicating meaningfully. A number of measures
were c.3sen in order to analyse the responses in each of these areas. The

words the students spoke were assessed in terms of a word-count of complete
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words, incomplete words, non-words, and contractions. The length of the
responses, inttial pouses, and all pause< lasting for more than one second
during the responses were timed in order to detérmine how long the student
spent in actually producing spoken language. The proportion of the words
spoken that constituted meaningful communication was determined by
analysing the responses in terms of communication units and mazes which
were measures developed by Walter D. Loban (Loban, 1963). The measures

used are now described in some detail.

Number of complete words. This was a count of whole words only.

Number of non-words. Included in this group was any expression which was

not a word, for example 'um' and 'ah'.

Number of incomplete words. This was a count of any word that the student

beguan but the pronunciation of which was not completed. Loban (1963:8)

referred to these as 'initial parts of words'.

Number of contractions. A contraction was formed when the student joined

two words by pronouncing them 2s one word, while retaining the original
meaning. This was shown on the transcripts by omitting a letter or le" ters
and indicating the omission by an_apostrophe, for example 'doesn't' for

tdoes not' and 'let's' for 'let us'.

Total number of words. Included in this count were complete words and

incomplete words.

Length of initial pause. The initial pause was defined as the time taken

between the end of the question asked by the interviewer and the beginning
of the student's answer. It was an indication of how long it took a

student to formulate an answer and begin to put it into words.

Length of pauses. A pause was defined as any break that lasted fcr more

than one second during the spoken response in whicihi no words or sounds
were produced by the student. Any pause lasting ftor one second or less
was considered to be only a stop for breath and is indicated by a comma

in t%2 transcripts. Each pause was timed by stop-watch and recorded.

Total pause time. The lengths of all pauses were added together il order

to determine the total length of time the students spz2ut pausing and saying

nothing at all.

Number of pauses. The number of pauses cver one second in length vas

totalled.
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Total length of spoken responsc. The length of the responses was timed

from the moment the student started speaking to the end of his last word,

regardless of the pauses in between. The time was rvecorded in scconds.

Actual length of spoken responsc. The total pausc time for cach response

was subtracted from the total time taken to produce the response thus
giving an indication of how long the student spent in actually producing

spoken language.

Number of communication units. A communication unit is the smallest group

of words containing meaning which cannot be divided turther without loss
of that meaning. According to Loban (1963:5) the communication unit ‘'can
be identified by the scmantic meaning which is being communicated'.
Generally it contains the grammatical independent clause with any of its
modifiers; but in some cuses it may be only one or a few words given in
answer tc a question, or it may be onc or a few words proeceded and followed

by silence and not semantically attached to any other group of words.

Number of words in communication units. This was a count of all words in

cach communication unit,

Number of mazes. According to Loban (1963:8) a maze is a language tuangle

which includes hesitations, false starts, incomplete words and meaningless
repetitions. It is a word or a scries of words which do not add up to
meaningtul communication and is not semantically neccessary to the

communication unit.

Number of words in mazes. This was a count of all words in cach maze,

including all incomplectec words.

Results of Analyscs

Word Count

Table 10.2 indicates that for sheer volume of words the high group students
produced more spoken language than did the low group students. At both
l10-vear-old and l4-year-old age levels the high group students produccd
nearly twice as many words as the low group students, and for item 2(a)

they produced morc than twice as many words.

The two age levels showed a parallel development from item to item,
and increased the number of words in much the same proportions except for
item S5(b) where the l4-year-old high group produced 516 more words than the

low group and the 10-year-old high group produced only 183 more words.
i
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Table 10.2 Total Number of Words for High and Low Groups and

Mean Number of Words per Student for Each Item

item 10-Year-0ld Students I14-Year-0ld Students
Word Count Mean Word Count Mcan
La b L 1 L i L H
2(a) 300 675 25.8 56.3 238 651 19.8 54.3
2{b) 441 789 36.8 65.8 460 738 38.3 61.5
S5(bj 689 872 57.4 72.7 792 1308 66.0 109.0

In all tables the low group is referred to as L.

In all tables the high group is referred to as H.

Counting the number of words did not, of course, take into account the
quality and relevance of the ideas that were expressed, but it did indicate
that those students with a greater command of vocabulary (as indicated by
the word knowledge scores for each group) could produce a far greater
volume of words than those with little command of vocabulary. Regardless
of what they said, the high group were obviously willing to use language

more freely than the low group students.

The ability to double and even treble the number of words spoken in
response to item 2(a) by three out of the four groups in response to item
5(b) cculd indicate a number of possibilities. The stimulus material may
have been more successful in eliciting a response, the type of task may
have been more familiar to the students, or they may have become more
familiar with the test as it proceeded. However, regardless of these
aspects, it does indicate that the ability to use language for this type
of imaginative, crecative story-telling required in item 5(b) was found to
be much easier than the factual, transactional language required in item 2
for which some students in the low groups produczad only five or six words

in response and two students produced no words whatsoever.

Non-words and Contractions

One recason why the high group students could produce more words at both
age levels was that they did not use unnecessary non-words and they
contracted many words such as 'I'm' for 'I am', and 'they're' for

"they are'. This served a double purpose in that more words could be
produced in a certain time and fluency, in the sense of flow of words,

was improved. Although there was no time limit set for student responses,
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Table 10.3 Percentage of Non-words and Percentage of Contractions

in Relation to Total Number of Words

[tem 10-Year-01d Students 14-Year-01d Studeﬂy§
Non-¥ords Contractions ﬁgﬂ:Words Contractions
L H L H L H L H
2(a) 6.5 3.2 8.1 10.1 5.5 10.1 8.5
2(b) 3.4 3.9 4.3 2 5.2 6.3 4.7
5{(b) 2.9 1.6 2.3 2.2 1.5 .7 4.0

students themselves clearly set limits to what they considered to be a

reasonable time in Tesponding.

Less frequent use of non-words led to a response that was casier to
listen to, and the student sounded more relaxed, natural and confident.
At the ld4-year-old age level for item 2(a) one non-word was spoken for
every 18 words by the high group, and one non-word was spoken for every
10 words by the low group. When it was taken into consideration that a
non-word was usually preceded or followed by z pause, then the rate of

language flow in the low group was considerably hampered by their more

frequent usec of non-words.

Whether it was connected to a pause or not, the use of a non-word was
generally a technique for gaining 2 tittle time for thought. Table 10.3
indicates that the language flow t°r each group improved considerably from
item 2 to item S5(b), but'it also indicates that the high groups at both
age levels were produciniy’ dnd contr.lling a more relaxed language flow
than the low group students. 'n the high I4-year-old and 10-year-old
groups for item 5(b) the students were specking at a rate of one non-word
for every 69 and 62 words respectively; and in the low l4-year-old and
10-year-old groups they were spc:king at a rate of one non-word for every

47 and 34 words respectively.

B8y indicating th- the high groups at both age levels had much the
same control over their use of non-words, these figures suggest that the
ability to control non-words was not a skill that l4-year-old students
were more successful at than 10-year-old students, but was directly

related to the students' range of vocabulary.
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There was a more unusual pattern to the usec of contractions. The high
I0-yecar-old group and the low ld-ycar-old group contracted words to much
the same degrece, but the low 10-ycar-old group and the high l4-yecar-old
group used contracted words less frequentl: . This would seem to indicate
that the usc of contractions may vary with age and language cxperience.

A possible ecxplanation for the low 10-ycar-old group not using contractions
more frequently could be that they had less neced to contract words because
their rate of delivery was much slower and they found it difficult to
cxpress themselves because of a more limited vocabulary range. The high
10-year-old group had more control of language and contracted words more
efficiently which helped them produce a greater quantity of words in the
time they spent speaking. On the other hand the l4-ycar-old high group

had an ecven yreater control ¢f language becausc of experience, increased
vocabulary range and confidence, and once again decrecased the use of
contractions which subsequently improved the clarity of the spoken utter-

ance because pronunciation of words beccame more distinct.
Pausces

The major obstucle to a smooth rate of flow of word:r was unnccessary
pausing. Pauses were of two kinds, productive and unproductive. Pauses
were productive if they werc followed by rclevant spoken utterances, that
ts, if they were used by the student to think out what was to be said
next, and if what they did say was rclevant to what they had said before
the pause. Two types of pauses were timed in this study, the initial
pause as the student ponderced how to begin an answer, and the pauscs

that were scattered throughout cach response.

Table 10.d indicates that students in both high and low groups at both
age levels spent less time formulating their answers in relation to the
total length of their response from item 2 to item 5(b), thus indicating
that they found the more crecative expression .of item 5(b)} easicer to
produce than the fFactual description of item 2. To some extent there may
have been an age factor involved here as the 1l4-year-old students in both
nigh and low groups gencrally took less time to begin their answers in
relation to the total length of their response, cspecially for item 2(a).
Using functional, cransactinonal language may be more difficult for a 10-

vear-old student than for a l4-year-old student.

When the quantity of language, that is the total number of words

roduced for cach item (sec Table 10.2) was taken into account, it was
P
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Table 10.4 Percentage of Initial Pause and Percentage of Total Pause

Time During Responses in Relation to the Total Length of

the Resgonses

Item 10:X§§r-01d Students » 14-Ycar-0Old Students o
Initial Pausce Total Pausce Time _[Liti:ll Pausc Jotal Plausc Time
L H L H L H L H
% % % . % % % % %
2(a) 35.8 16. 53.1 31.9 18.6 9.1 S8.0 34.9
2(bj 12.9 5.6 37.0 29.7 9.8 5.8 44.0 24.8
5(bh) 6.9 5. 26.4 11.9 7.6 5.2 24.5 13.1

obvious that the high group students were decreasing the amount of time
spent in formulating their responses as the lergth of the responses in
seconds and the total number of words incrcased. The low group students
- .spent more time thinking about how to begin a responsc and then said much

less than the high group students.

The pattern of pausing, or hesitating for longer than one second,
that emerged between high and low groups was Vvery similar for the 10-ycar-
0old and the l4-year-old age levels, indicating that control of pausing
was a skill that was used more efficiently by students who had a grcater
vocabulary range. For item 2(a), students in bdth low groups spent more
time saying nothing than they did saying something, which produced a very
laboured and disjointed response. The low incidence of pausing by the
high group students indicated that the pauses were used more productively.
Students in the low groups paused quitc often, sometimes for long periods
of time, but still could not produce another communication unit or
complete the one they had begun; whereas in the high groups, taking into
account the much greater quantity of words they produced (see Table 10.2),
students uscd the pauses in order to plan and form the next idea they
would utter. The students in the high groups said much more, pauscd only
infrequently, used these nauses moTre efficiently in order to produce
another idea or e¢laborate on what thex had just said, and therefore -

increased the fluency of their responses.

The following two transcripts illustrate the more productive pausing
technique used b a high group student compared to the less productive

pausing of a low :(roup student.

187

. 197



It ar {pause 1.2 sec] is consisted of four panes, two of which
arc very large and two are small, the two small panes are each
below the large panes, and it's divided, and it's made out of
bl. blackwood, the edging [pause 1.9 sec] um the two small
windows [pause 2.2 sec] one is opening, and has a, screen on it,
to keep flies out, and at the top, it has a [pause 1.9 sec]
surrounding for curtain hangings.

(14-year-old student, high group, item 2(a))

Well [pause 2.2 sec] it's a box of matches [pause 7.1 sec] which
has matches in it and [pause 4.4 sec] and it also lights, fire
[pause 2.9 sec] fire and [pause 6.8 sec] that's all.
{l14-yecar-oid student, low group, item 2(b))
There were different reasons for pausing. Pauses were used for
effect to highlight what had been said, or used as time to gather thoughts
together to think of what to say next or to search for the appropriate
word to use; or they were not used effectively at all which indicated that
the student was having great difficulty with the task he had to perform.
The latter type of pausing was used more frequently by the low group
students than by the high group students at both age levels. This
unnecessary pausing hampered their flow of words and disrupted the meaning
of what they were saying because the pauses often came in midthcught
rather than at the end of an idea. The following two transcripts i1llustrate
how disjointed a response became when the pausing broke into the idea the
student was trying tr express indicating the confusion in his thinking
processes and the difficulty he had expressing himself ec-ally.

It's about [pause 1.2 sec] um [pause 2.1 sec] it's about
[pause 1.1 sec] the fly want, wanted to go [pause 1.4 sec] home,
then the and the frog was behind the [pause 2.0 sec] fly and,
the fly thought that the frog, would eat him [pause 1.8 sec]
then the frog was running away 'cause the cat was chasing the
frog, the frog thought that the cat would eat him [pause 1.4 secl
and the cat was running away because he thought that the dog
would ecat him.

(10-year-old student, low group, item 5(b))

Well ah [pause 6.7 sec] well, we've got one in the loungeroom
[rause 1.4 sec] ah [pause 1.3 sec] yor can see, all the fields,
and the valleys, and all the Dean's Marsh, and ah [pause 1.1 sec]
it's a square window [pause 2.3 sec] and ah, it's [pause 1.7 sec]
there's four windows [pause 2.1 sec] on the [pause 1.2 sec] same
[pause 1.4 sec] one [pause 2.6 sec] and [pause 2.8 sec] its
colour’s white [pause 3.1 sec] and ah [pause 2.2 sec] that's
about it.

(l14-year-old student, low group, item 2{(a)}

When the pausing did occur at the end of each idea, and was held for
too long, it made the spoken utterance sound as if it had no cohesion.

The responses of these two low-g.oup students indicate the confusing
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Table 10.5 Percentage of Number of Pauses in Relation to

Total Number of Words

Item 10-Year-01ld Students 14-Year-01d Students
Number of Pauses Number of Pausecs
L H L H
2(a) 13.3 7.0 14.1 8
2(b) 8.4 6. 2.2 S
5 (b) 6.7 2.3 5.8 2

effects of unproductive midthought pausing and pauses held for too long
between communication units.

The window um [pause 3.4 sec] it's glass [pause 1.1 sec] um has
patterns on it [pause 1.7 sec] um [pause 3.2 se~] it um opens
[pause 3.1 sec] um [pausc 12.0 sec]. That's aii.

(10-year-old student, low group, item 2(a))

Ah [pause 1.3 sec] it's [pause 1.9 secl a rectangle shape
[pause 1.6 sec]. and there's ah another rectangle inside it
[pause 1.3 sec] piece [pause 2.8 sec] sume piecer [pause 1.2 sec]
of thin wood, inside the box [pause 1.1 sec] with [pavse 1.1 sec]
red [pause 1.3 sec] tips, on one end j[pause 1.2 sec] ad it
[pause 1.4 sec] you use it for [pause 2.7 sec] lighting fires or
{pause 2.2 sec] things like that.
(14-year-old student, low group, item 2(b))
Single pauses ranged from 1.1 seconds to more than 20.0 seconds in
some cases, and the longer the pauses became the less productively they
were used. In general, the length of pauses became longer towards the end
of the responses indicating that the students were running out of ideas, as
illustrated in the following response.

Well it's to light fires [pause 1.9 sec] in the, in the, in the,
loungeroom [pause 1.9 sec] fireplace, and [pause 2.6 sec] for
people who smoke, and [pause 5.6 sec] I don't know any other
things.

(10-year-old student, low group, item 2(b))

In relation to the total number of words produced students in the low
groups paused much more frequently (see Table 10.5) and for longer periods
of time (see Table 10.4) than the students in the high groups. When the
students' range of vocabulary was very limited they had to pause more often
to find a way to express their thoughts and this in turn further confused
their whole response. All groups controlled frequency of pausing moxsa
effectively in item 5(b) than in Item 2 which gave some indication of the

difficulty the latter task presented to them.
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Table 10.6 Total Pause Time, Total Length and Actual Length of

Spoken Responses, and Means (in seconds)

Item Length of Responses and Pause Time
Total Length  Mean  Total Pause Time Actual Lengtn Mean

L 7] L H L H L 1 L H

10-Year-01lds

2(a) 219.5 331.8 18.3 27.7 116.6 105.8 102.%  226.0 8.6 18.8
2({b) 239.9 349.4 20.0 29.1 88.7 103.9 151.2 245.5 12.6 20.5
5(b) 317.4 304.5 26.5 25.4 83.9 36.1 233.5 268.4 19.5 22.4
l4-Year-0Olds

2(a) 188.1 350.2 15.7 29.9 109.1 122.2 77.0 228.0 6.4 19.0
2(b) 248.5 347.0 20.7 28.9 109.4 86.2 139.1 260.8 11.6 21.7
5(b) 324.4 392.1 27.0 32.7 79.4 =1.2 245.0 340.9 20.4 28.4

Length of Spoken Responses in Seconds

Students spoke for a much longer pcriod of time in respoase to item 5(b)
than item 2 in all groups and paused less (see Table 10.6). There could be
a number of explanations for this, but it does indicate the students'
greater casc with item 5(b), and suggests that most students perceivcd it
as a task in which they said as much as they could rather than as little

as they could. There was no time limit set on the students' responses so
they spoke for as long a period of time as they felt it was necessary to

answer the question.

Students in the high groups at both age levels spent more time respond-
ing to the items and produced a greater quantity of words than the students
in the low groups, which suggested that not only did the latter group say
less they also had more difficulty saying less. Loban (1963:35) observed
that 'in respect to vocabulary, it seems logical that children with large
and readily accessible vocabularies would find expression easier than those

with limited vocabularies'.

It was also noted that the 14-year-old high group students controlled
their expression more cfficientiy than the 10-year-old high group students,
which suggests that proficiency in oral language is a skill that students
with a wide vocabulary range continually develop from year to year as they

mature.

Communication Units and Mazes

All the measures so far discussed - word count, non-words, contractions,

o . ' .
[]{U:pau51ng and length of responses, do not, however, take into account whether

209



Table l0.7 Percentage of Words in Mazes in Relation to Total Number of

Words and Percentage of Mazes Occurring in Relation to

*, .nher of Communication Units

Item 10-Year-0ld Students 14-Year-01d Students
Words in Mazes Mazes Words in Mazes ﬂgzcs
L H L H I. H L H
2(a) .2 .3 17.8 26.1 8.4 7.8 29.4 23.3
2(b) .7 .5 36.0 35.5 11.7 6.8 29.8 27.5
5(b) 10.0 .2 44.06 34.6 8.1 3.8 36.1 24.1

the student was saying anything that could make sense to the listener.
Division of the responses into communication units and mazes does indicate
what proportion of the words werc used in meaningful communication and

what proportion made no sense at all.

For all groups Table 19.7 indicates that a greater proportion of the
words spoken was used for meaningful communication, ;ather than meaningliess
mazes. However for the low 10-year-old group, as the number of words for
each item increased the number of words in the mazes also increased, which
indicated that as the students in this group attempted to say more their

confusion in trying to find a way to express themselves became greater. As

mentioned earlier in this chapter, A Fly Went By may have been simple to
understand, but the repetition of the story p;éSénted some difficulty for
the 10-year-old low group students and, even though they generally succeeded
in an adequate plot outline eventually, the increcased number of lanpguage
mazes and the increased number of words in each maze, indicated the diff-

iculty they had with their oral language expression.

On the other hand the high group students were able to reduce the number
of mazes as thev increased their total output of words, which indicated that
they were controlling their word mazes more efficlently while using the

expressive language recquired by item 5(b).

Table 10.8 indicates that in relation to the total number of words used
the high group students at both age levels were reducing the number of commun-
ication units from item 2 to item 5(b), but Table 10.9 indicates ttat at the
same time they were increasing the number of words in each communication unit

thereby producing an utterance with a much more complex grammatical structure.
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Table 10.8 Percentages of Number of Communication Units and Number of

Mazes 1in Relation to Total Number of Words

Item 10-Year-01d Students 14 -Year-01d Students
Communication Units Mazes Communication Units Mazes
L H L H L il L H
% % % % % % % %
2(a) 14.6 10.2 2.6 2.7 12.0 11.2 2.6
2(b) 11.3 9.6 4.1 3.4 10.2 .4 2.6
5(b) 9.4 8.9 4.2 1 7.7 8.0 2.1
=y

Consider the greater sophistication of the opening communication units of
these two l4-year-old high group student: for item 5(b) to thnse of the two
l4-year-old low group students which follow.

A little boy sitting by the lake, when the fly comes past, is
wondering why the fly was going so fast .....
(l14-year-old student, high group item 5(b))}

The story is about a boy who is sitting by a lake .....
(l4-year-old student, high group, item 5(b))

There's a little boy sitting down .....
(14-year-old student, low group, item 5(b))

It was about, oh the boy .....
(14-year-old student, low group, item 5(b))
Oﬁ the other hand, the number of mazes and the average number of words
per maze remained fairly constant for the high 10-year-old and the low 14-
year-old groups for each item. The l4-year-old high group students
reduced these when telling the story in item 5(b), but the 10-year-old low
group students increaseq the number of mazes and the number of words in

each maze when respopding to this item.

Long complicated mazes [which are enclosed in parentheses in the
transcripts] such as the following:

..... {fum it's a wood, it's wood, I mean] it's cardboard .....
(14-year-old student, low group, item 2(b))

or short frequent mazes:

It's about, [um, it's about], the fly [want]} wantecd to go
home .....
(10-year-old student, low group, item 5(b))

upset not only the fluency of the oral language but also disrupted the

semantics of what the students were saying.
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Table 10.9 Mean Number of Words per Communication Unit and Mean Number

of Words per Maze

ITtem 10-Year-01d Students 14-Year-01ld Students
Words/C.U. Words/Maze Words/C.U. Words/Maze

L H L H L H L H

2(a) 6.6 9.3 1.6 2.0 6.4 8.2 2.0 3.
2(b) 8.1 9.5 1.9 2.5 8.6 10.0 3.9 2.6

5(b) 9.5 10.4 2.4 2.3 11.9 11.2 2.9 1.

The low group students became entangled in the words they were using
because they were not really clear about what they were trying to express.
The high group students often followed a maze by finishing the original
thought or by repeating the itdea again more clearly, thus using their
experiment with words to find a way out. However the low group students
often abandoned the attempt and thereby gained nothing from the maze
except to add to the confusion of their oral expression. In the following
responses the high group student continued the criginal idea whereas the
two low group students abandoned the attempt and started again.

..... and um the boy's [pretty um ar sort of ar] thinking it's
strange.
{10-year-old student, high group, itecii 5(b))

well, [the box ah, the stick with the, red thing on the c¢nd,
strikes the, you get a] you get the stick ..
(14-year-old student, low group, item 2(b))

..... [um you cou., oh] it's fairly long .....
(14-year-old student, low group, item 2(b))

Age Comparisons

An interesting comparison could be made between the high 10-year-old group
and the low 14-year-old group which might suggest that if a student's verbal
ability affected the rate of progress of his oral language ability, then

the low group students would not only improve at a much slower rate than the
high group students but would show less ability on nearly all measures.

This hypothesis was supported by the fact that the 10-year-old high group
students generally produced language more fluently and in greater quantity
than the l4-year-old low group students. The latter group produced less
words in their spoken responses than the 10-year-old students but more non-
words, took longer to begin an answer, paused nearly twice as many times in

relation to the number of words produced, and the mean length of pause was

]
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longer. fIn fact the ld-ycar-old low group showed even less control over
pausing than the 10-yecar-old low group. In only onc arca did the 1C-yecar-
old high group and the l4-ycar-old low group indicate a similar ability.
ihey showed much the same control over the use of contruactions in vrelation
to the total number of words they produced. In general the l4-year-old
low group spoke for a shorter period of time, produced fewer words, and
paused more often for longer periods of time than the high 10-vear-old

students,

The 14-year-old low group students also expericnced more difficulty
communicating their idears than the 10-yecar-old high group. Although thes=
two groups produced approximately the same number of mazes in relation to
the total number of words produced, the 1l4-year-old low'group students
produced more words per maze. For some items the latter students produced
more words per maze than the 10-year-oid low group. It might be hypoth-
csized that as the low group stuacents became older thuoir control of word

mazes declined wherecas the 14-year-old high group students reduced the

number of mazes. Students who have difficulty expressing themselves
orally may find it becomes even more difficult as they mature in age. This
declinc in ability can also be seern in the use of communication units. The

10-vear-old high group students used fewer communication units than the 14-
year-old low group students but the mean number of weords in each unit was
higher. This indicated that the younger students with a greater range of
vocabulary were using more complex sentence structurcs to express their
ideas. In general the high 10-yecar-old group students showed superior
ability in producing quantity and fluency of language and cxpressed them-

sclves with less difficulty than the low 14-year-old group.

Comparison With Other Variables

Country of Birth and Years in Australia

The sample consisted of a fairly homogencous group with respect to ethnic
background. A summary of the distributions for both age groups is given in
Table 10.10. At least ten of the students in the high and low groups at each
age level had been born in Australia, and the majority of their parents were
born in either Australia or an English-speaking country. Of those

students who were not born in Australia, two of the 10-vear-old low group
students had been in the country less than five ycars and the other four

students had been in Australia seven or more years.
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Table 10.10 Country of Birth for Studeats and Their Parents

Country 10-Year-01ld Students l4-Year-01ld Students

of Birth Student Father Mother Student Father Mother
L i L H L H L H L H L H

Australia 10 11 7 7 7 7 11 10 7 8 8

UK, Eire & NZ

Greece

Ital:s 1 1 1 1

Other Europe 1 1 1 1 1 1

Other 2 2 3 1 1 1 1 1

Missing Data 2 2 2 1 1

Totals 12 12 12 12 12 12 12 12 12 12 12 12

Languages Spoken in the Home

Two- thirds or more of the students in each group spoke English as the only
language in the home. Two students from the 10-year-old high group and

t¥ ree students from the l4-year-old low group spoke English and a European
language. No English at all was spoken in the homes of two 10-year-old
low group students. A distribution of language usage in the home 1is given
in Table 10.11 and is similar to Table 6.18 setting out the whole sample

distribution in Chapter Six.

Table 10.11 Languages Spoken in the Homes of Students

Language Numbers of Numbers of

Combination 10-Year-0ld Students 14-Year-01ld Students
L H L H

English Only 8 8 9 12

English + North European Language
English + South European Language 1 2
English + Othexr Language
No English Spoken

N

Missing Data P 2
Totals 12 12 12 12
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Table 10.12 Place by Size of Family

Category Number of Number of
10-Year-01d Students 14-Year-0l1ld Students

L H L H

lst out of 1, 2, 3 1 4 2

2nd out of 2, 3 2

3rd out of 3 1 1

1st out of 4 o 5 1 1

2nd or 3rd out of 4 or 5 2 2 1

4th or 5th out of 4 or 5 1 2 3

1st or 3rd ocut of 6 or more

4th or 5th out of 6 or more 3 1

6th or more out of 6 or more 1 2

Missing Data 3 4 1 3

Place by Size of Family

Students in the low groups at both age levels came from much larger families
than students in the high groups who were more often the first or second
bori. of smaller family groups. Each of the students in the 10-year-old
high group who failed to indicate their place in the family came from
families of two or three children so their place must have been that of
first, second, or third. Of the three missing data cases in the low group
two families consisted of four children and one of six children. Siuilarly
with the missing data cases of the l4-year-old students, two of the high
group students came from families consisting of three children and one
student came from a family of four, whereas the student in the low group
who did not indicate her place came from a family of twelve. The distiib-

utions of family size and place are shown in Table 10.12.

As mentioned earlier in Chapter Six, family size, wherc there were
more than three children, was shown to be important f:-. reading :r-l
numeration by Bourke and Keeves (1977:89 and 102), and the results of the
work described in this chapter do indicate that family size and position in
family did seem to bear significantly on the development of oral language,

particularly at the 10-year-old level. -

As much oral language development takes place in the home before the

student reaches school age, it is to be expected that family size, and
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perhaps more significantly, place in family, would be most important for

speaking and, possibly, for listening also.

The average number of children in the families of the 10-year-old
low and high groups was 4.2 and 2.5 respectively, and for the l4-year-old
low and high groups was 6.1 and 4.1 respectively. Although the l4-year-
old high group students came from larger families than the 10-year-old
high group students, the increasing size of their families as they became
older possibly had less effect on their language development than their

place in the family.

Listening Results

There was a significant difference in the performance on the listening test
between the high and low groups at both age levels. Cutting scores were
calculated for the listening tests on the basis that students reaching the
criterion ievel should have had a true score of 8C per cent of items
correct. If the total test result were taken as a summary of student
performance oé the listening test, only six of the lu-year-old low group
students and two or the l4-year-old low group students reached the cutting
scores of 38 and 39 respectively (see Table 7.2). Those students with a
wide vocabulary range did perform more successfully. Only two students in
the 10-year-old high group failed to reach the cutting score of 38 and all
students in the l4-year-old high group reached the criterion of an 80 per

cent performance level.
Summary

A distinctly different pattern of oral language emerged between the
students in the high and low groups at both age levels, and the oral
language development at the 10-year-old lsvel was similar in many respects

to the development at the l4-year-old level.

Both the 10-year-0ld and l4-year-old students with a wide range of
vocabulary and higher verbal ability produced a greater quantity of words
and spoke more fluently because they contracted words when necessary and
used fewer non-words and pauses. Pauses were not only used less frequently,
but were held for shorter periods of time, and when they were used the
students usually followed the pause by elaborating on what they had just
said or producing another idea thereby indicating that the pause had been
used productively. The longer, more frequent pauses of the low group

students confused their responses by interrupting the meaning of what they
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were saying. The pauses often occurred in the middle of the expression of
an idea, and were used less productively by the student. The increasing
use of longer and longer pauses in a passage Usually indicated that the

student was running out of ideas.

As the high group students increased their total output of words
they reduced the number of mazes used and the number of words in each
maze. At the same time they decreased the number of communication units
used but increased the number of words in each unit thereby grammatically
structuring their responses in a more complex way and improving their .oral
language expression both semantically and fluently. For the low group,
as the number of words in the communication units increased, so did the
number of words in the mazes, indicating that, as they tried to make
their utterances more complex, they got into even greater difficulty
expressing themselves. The mean number of words in each communication unit
was considerably lower for the lew grcup than the high group yet the
incidence of mazes was much higher. In general, high group students said
much more and expressed themselves more efficiently, whereas the low

group students said less and had more difficulty saying it.

When comparisons across age levels were made, the 10 and the l14-year-
old high group students showed much the same control over language although
in some respects the l4-year-old group controlled their oral language
expression more efficiently. It was also found that the 10-year-old high
group students performed better than the l4-year-old low group students on
all measures except the use of contractions where a similar level of

performance was observed.

Both high and low group students at both age levels found it more
difficult to produce functional, transacticnal language than creative,
expressive language; the l0-year-old low group haying the most difficulty
of all. There may have been an age factor at work here in that 10-year-
old students may have been less familiar with factual language descripfion
and more familiar with producing more imaginative responses. The primary
teachers who were asked to rate the importance of the speaking tasks (as
described in Chapter Four) considered that it was important but not
essential for students to be able to perform the functional task whereas
the secondary teachers considered that it was essential for students' oral
language development. However, the 10-year-old high group did not find it

as difficult as the low group which indicated that the ability to perform




\

the task was closely related to verbal ability as well as to age level.

In general the results of the high and low groups at the 10-year-old level
were very similar to the results of the high and low groups at the 1l4-year-
old level which ,indicated that the ability to describe objects in detail
and the ability to tell a story were perhaps more closely related to verbal

ability than to age level.
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CHAPTER ELEVEN
THE PERFORMANCES -OF DIFFERENT STUDENT GROUPS

Introduction

The background information collected on the schools and students involved
in the oracy testing program has been described in Chapter Six. The
distributions of students on each of the variables used were also shown

at that time. This present chapter reports the performance of different
groups of students identified by the school, personal and home background
data collected. Initially student performance on a wide selection of
listening and speaking tasks has been described for four variables of
particular interest - sex, languages spoken in the home, school location
and school type. Each of these four variables has been considered
separately in ordet to provide data comparable with that reported for
literacy and numeracy in the Australian Studies in School Performance
project (Keeves and Bourke, 1976:96-104). Subsequently the performances
of students in other different sub-groups have been described for the total
listening test and for one key speaking task selected as a significant
representative of the speaking test. The speaking task chosen was that of
making critical judgements when giving opinions which was common to the -
tests at both age levels. The background information has been collected
into two groupings, school data and personal or home background data.
Finally the relative importance of each of the variables within each
grouping for the listening and speaking performances of various sub-groups

of the sample has been identified and discussed.

Performance by Sex

The relative performances of male and female students differed for listening
and speaking and the patterns of differences varied for the two age levels
tested. The percentages of male and female students succeeding on wide
selections of listening and speaking tasks are shown in Table l1.1 for 10-
year-old students and Table 11.2 for l4-year-old students. Listening and

speaking performances will now be considered in turn.

Listening Performance by Sex

At both age levels there were a number of tasks where morc male students

than femaie students reached the criterion level set for the sub-test used,
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Table 11.1 Percentages of 10-Year-01d Students Reaching the Criterion Scores for Selected Listening and

Speaking Test Tasks by Sex, Languages Spoken in the Home, School Location and School Type

Overall . X Languages Spoken in the Home  School Location School Type
ast, Sample M F 0 F U/N S EO Nk Metro Non-N A

g‘ tent h_.l_u_\_t

* Comprehending Words and Statements 47 97 4 U U111 IR T (1 9 8 97 98 100
Understanding Instructions 100 w100 100 100 100 Too oo 100 100 10g 100 100
* Comprehending Passages 0 B b PR IO 3 Y oo
Comprehending Conversation b3 ot S R | I R I b5 6d o 67 T
* Comprehending in Different Situations ' S 1 I VRN T R 19 N 050 WM
Comprehending Literal Meaming J B We b 123005 35 i Ko M
Lomprehending Implied Meaning 5 ol %7 60 S0 a0 T 57 b} 55707
Mabing Critical Judgments 23 NoB Hos on o 3% M| Joon W
Recogmizing Emotional Language 3 noou RO | I C [ N 3 0
*lateral Meaning Anchar [tems N oo Boor o n D 0 3 o3 4
* Total Anchor [tems 50 58058 [T N T | 54 i) S0 T
fota] Test N bl b3 [ I R | I X 60 bS o0 oh 87
Nupber of Students st bil 608 96 43 8 138 86 513 Wy w4
‘ peabiag lest \
*Persamal detanls - address It 95 97 TR 11TV RS (1) N ) ] 0 0 9% 8L
*lersonal detanls - date of breth 3 It 83 0 %% % M N ] h T8 86
Guving drrections - not provided o BT Mons o fb Tho bl B X BRI |
Giving directions - provided N § s 81 00 8 o 43 §0 g 8L 9%
b Sequenetny - Listing facts ) %0 9 98 9T 03 100 il 9 98 100 100
* Sequencing - organizing deds 45 T R P I L | 06 45 9% 9 100
T Hepeating 1 story g 8 58 88 8% Al & 9] 59 4 K 90 87
Tellmg a stery 4" s 98T e oo 08 47 9 9T 100
* Optmons - repeating ideas A i S S P T ! 47 H 7%
' fpinsons - crittcal Judenents A b3 ol 05 b6 67 48 M 50 b5 i ol 68 ol
T Opimions - own bdeas A 85 8 b 8 TT 8 80 B4 86 8 BS 85 90
Conversing - give information 4 97 v W 0 0% 93 100 8o 97 9 97 98 100
* Conversing - give nessage A 8l LN ) L T (A £ 82 It 0 8 8
Lonversing - request information 94 98 90 910095 100 100 8 59 9 97 100
Conversing - precting adult 7l 67 I Y B X I I 7 n 71 68
Sumber of Students 1258 63 eds 960 A1 B M35 19 509 1or s & '

An asterisk indicates that o task was identical for both age levels,
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Table 11.2 Percentages of 14-Year-0ld Students Reaching the Criterion Scores for Selected Listening and

Speaking Test Tasks by Sex, Languages Spoken in the Home, School Location and School Type

Overall __Sex Languages Spoken in the Home  School Location School Type
Aust, Sample M F EOEN E/S E/0 Mok Metro  Non-M 6 0 1

Llstcning Tcsg

* (onprehending ords and Statements 100 100 10 100 100 98 100 100 100 100 00 %100
Understanding Instructions 100 100 100 00 100 100 foo 100 e 100 100100 100
* Comprehending Passages i 0 0 T % 8 56 89 N 75 %N
Comprehending Long Passages 30 noou £ R LI ) S F I 33 ) ¥ OB OH
Comprehending Conve=sation EH g6 90 8 9 81 9 5 87 89 8 93 9
* Comprehending in ihfferent Situations 80 8l 871 0§ 58 81 §0 o8 %0
Comprehending Literal Meaning 3 MWl R N 0 M 45 &£ W8
Comprehending Implied Meaning 88 8 88 %0 o9 M 78 88 89 § 90 92
Vaking Critical dudgnents 85 82 & 7 1m 1 8 3% 84 §5 85 87 %
Recognizing Mood 89 890 9% 100 79 82 40 90 88 g 92 08
Recognizing Emotional Language 88 g 89 9 87 73 9% T 88 88 87 8 97
* Literal Meaning Anchor [tems vl bb 58 6 66 43 S0 A5 6l 62 6l 60 M
* Total Anchor [tems 94 % o % 88 85 100 89 4 9 9 9 98
Total Test B! 79 79 82 6 bl B2 48 79 &) M8l 8
Sunber of Students 1303 . T S 11 S VS VA ) 7B 52 1030193 79
apeiking Test
* Personal Details - address % 9% W 9% 9% 100 100 100 99 9 % 97 B
* Personal Details - date of hirth a7 97 9% 97 9% 98 100 100 98 9% 5 98 9%
Describing objects - not present 5 6l W I | (R 99 56 5B 54 ¢l
Giving directions - not provided b 69 6l b6 52 ol 65 M 67 60 2T
* Cequencing - listing facts 94 % 100 49 100 100 100 100 100 99 o o
* Sequencing - organizing ideas 9% 9 98 98 100 96 100 100 99 98 9 99 98
© Reprating a stery 9l 9 W 9o g6 8BS BN 88 90 95 N9 98
Telling & story 47 9 %% 9100 9 0 B 98 9% % 9 0
* Opintons - repeating ic:as A n - P Y| B 1) B b hit [ ]
* tomions - critical judiments A B 81 8 85 9 7 85 88 § 83 B3 88 89
* Upinions - own ideis A 5 9% 95 % 100 83 100 100 i) 95 94 95 100
Conversing - yive information % 97 9 9% 100 95 100 100 % 95 9595 100
' Conversing - give nessage A 7l by 73 LA T B R n b9 0N 7
21 f) Conversing - request infornation A 15 ST | | S PO T N T 8 Hoo49 4
iy Lonversing - seeh employment 2 oW L O | T A N 54 5 46 50
Sunber of Students 1282 T RS I SN 11 B S P PR Sy 5 1011 197 78

' An asterish indicates that a tash was identical for both age levels.




and a number of tasks where the opposite was true. Whereas there was
approximately an equal division of tasks where either males or females were
superior at the 10-year-old level, the female students were more frequently
superior to the males at the l4-year-old level. There were also a greater
number of tasks where the l4-year-old students of both sexes had approx-
imately equal proportions succeeding when compared with ‘he 10-year-old

students.

The nature of the listening tasks where sex c¢ifferences in performance
were large was considered to be of some interest. Generally at both age
levels there were clearly more male students who succeeded on tasks
requiring literal comprehension of what was heard and more female students
who were successful when the way in which something was said was important
for meaning. IHowever male students aged 10 years were superior at
comprehending implied meaning, whereas female students aged 14 years were
superior at the difficult task of comprehending long pascages. Details of
results discussed here may be observed in Tables 11.1 and 11.2. For the
test taken as a whole there was no difference at the l4-year-old level in
the proportions of male and female students reaching the criterion score
whereas at the 10-year-old level there was a small difference which

favoured the female students.

Speaking Performance by Sex *

At the 10-year-old level more female students generally succeeded on the
tasks reported in Table 11.1. The larger differences favouring the female
students were found for the tasks of giving date of birth, giving directions
not provided, giving opinions and some aspects of conversing. There were

a number of tasks where the proportions of successful male and female
students were approximately equal, but only one speaking task where a small
sex difference in performance favoured the males. This was the task of
giving directions where the directions were provided and simply required
interpretation and expression by the student. The other task requiring the
giving of directions was a lu¢ss structured one where the directions were
not provided for the student. As stated above more female students

succeeded on this more prosaic but less structured task.

At the ld4-year-old level the performances of male and female studer.
were more nearly equal with the majority of tasks reported in Table 11.2
being successfully completed by approximately the same proportions of males

and females. However the males were clearly superior at describing an object
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and giving directions, both utilitarian tasks requiring clear description
but little imagination. Conversely there were a few tasks for which the
female students were superior and this was particularly true for making
critical judgements when giving opinions and giving a message when

conversing.

Performance by Languages Spoken in the Home

As described in Chapter Six, students were grouped according to the
languages spoken at home. Five categories of family language usage were
recorded:

English only (E),

English plus a North European languag.: (E/N),

English plus a South European language (E/S),

English plus an 'Other' language (E/0), and

No English spoken in the home (No E)}.

The listening and speaking performances of students in these five groups
are shown in Tables 11.1 and 11.2. It should be noted that there were very
few 10-year-old students from homes where English and an 'Other' language
were spoken, and similarly small numbers of 14-year-old students from

homes where English plus a North European language, English plus an 'Other’
language or no English were spoken. Consequently only large differences

in the propecitions of successful students are considered in this section.

Listening Performarce by Languages Spoken

In general more students at both ages from homes where English was the only
language spoken consistently reached the criterion score for the listening
sub-tests reported when compared with other students. This was particularly
true of the l0-year-old students where their general superiority was only
infrequently matched by students from one or more of the other language
groupings. Students in the English only group were matched by the English
plus 'Other' language group when comprehending literal meaning, and
excceded by the English plus North FEuropean language group when required to
recognize emotional language. The 1l0-year-old group from homes where no
English was spoken had' lower proportions of students who succccded when
comparcd with all other groups at the tasks of comprehending conversation

.and making critical judgements.

At the l4-year-old level the English only group was more frequently
matched by one or more of the other language groups. The English only and

English plus a North European language groups were superior to the other
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groups for the Comprehending Passages, Comprehending Implied Meaning and
the Literal Meaning Anchor Items Sub-tests. These two groups were joined
by the English plus an 'Other' language group in being superior to the
English plus a South European language and the no English groups for
Recognizing Emotional Language Sub-test and for the listening test taken as
a whole. However the English only and English plus a South European
language groups were found to be superior to the other groups for the
difficult task of comprehending long passages. As was the case for the 10-
year-old students, fewer l4-year-old scudents from homes where no English
was spoken were successful on the listening tasks of comprehending
conversation and making critical judgements when compared with students in

all other language groups.

Speaking Performance by Languages Spoken

When the speaking performances of students from the five language groups
identified were compared, there were found to be fewer differences than for
listening and those differcences which did exist were generally smaller in
magnitude. This was particularly true at the 10-year-old level with only
two notable exceptions. More students in the English only and English

plus a North European language groups were successful when making critical
Judgements,-and fewer students in the English plus a South European language
and the no English groups succeeded in giving adequate directions when the

directions had becen provided by mecans of a dotted line.

Fewer l4-year-old students from homes where no English was spoken
werc successful at the tasks of giving directions and giving a messagc when
compared with all other students. These students were joined by students
from the English plus a South European language group in having fewer
successful students than the other groups when describing objects. 'The
English plus a South European language group had fewer succ. isful students
than the other groups when giving their own ideas, and the English plus an

'Other' language group had fewer students who succeeded on the conversation
task of secking cmployment.

Performance by School Location

As des~ribed in Chapter Six, school location was defined as cither metro-
politan or non-metropolitan. The distribution ~f the sample of student.
for school locaticen on this basis was three-fifths metropolitan and two-

fifths non-metropolitan at both age levels. The patterns of results when
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the performances of metropolitan and non-metropolitan students were
compared were markedly different for listening and speaking but were

reasonably consistent between the age levels for speaking if not for
listening.

Listening Performance by School Location

Students aged 10 years attending schools in non-metropolitan areas were
generally superior to students attending metropolitan schools when the
listening tasks presented in Table 11.1 were considered. However there

were three sub-tests for which the percentages of successful mectropolitan
and non-metropolitan students were approximately equal and two sub-tests
where more metropolitan than non-metropolitan students were successful.

The sul>-tests where school location was not important were those requiring
students to comprehend instructions, to comprehend conversation and to
recognize emotional language. The sub-tests on which metropolitan students
wer: superior were Comprehending in Different Situations and Making Critical

Judgements. The way in which something was said was important for meaning

on both of these sub-tests.

Approximately equal proportions of 14-year-old students attending
metropolitan and non-metropolitan schools were successful on all except
four of the listening tasks reportied. More metropolitan students were
successful when comprehending long passages and when recognizing mood, and
more non-metropolitan students succeeded at comprehending conversation and
at comprehending 1iterai mezninig. However most of these differences were

small.

Speaking Performance by School Location

At both age levels students attending metropolitan schools were

superior to non-metropolitan students on most tasks. Inspection of Tables
11.1 and 11.2 reveals that on cight of the tasks both the 1l0-ycar-old

and l4-year-old students at metropolitan schools were superior to non-
metropolitan students, that on five or six tasks metropolitan and non-
metropolitan students performed approximately equally, and only on one

task at each age level did more non-metropolitan students have an adequate
performance. The tasks where non-metropolitan students were superior were
giving directions when the directjons were not provided (at the 10-year-old

level), and repeating a story in their own words (at the l4-year-old level).
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Performance by School Type

Students were grouped according to the type of school they attended as
described in Chapter Six. ‘Three school types were tdentified - Government -
schools (G). Catholic schools {C) and Independent schools (I) - and the
proportions of students attending these schools who were successful on the
various listening and speaking tasks may be inspected in Tables 1.1 and 11.2
The relatively small number of 10-year-old students in the sample attending
Independent schools requires that caution be exercised when differences in
performunce are discussed. The relationships between student performance

by school type were quite different for the listening tasks and the speaking

tasks and these ire now considered separately.

Listening Performance by School Type

The pattern of results for the two age levals was quite similar for many
sub-tests with students attending Government schools having lower perform-
ance than students attending the other schools, students attending
Independent schools having the highest level of perfurmance, and students
attending Catholic schools with perfermsnce between that of the other two
groups. ‘This pattern may be observed for the sub-tests concerned with
comprechending conversation and cemprehending in different situations and
for the listening tests taken as a whole ai both age levels. For the 10-
year-old students the pattern was repeated for the Comprehending Passages,
the Comprehending Literal Meaning, the Literal Meaning Anchor Items and
the Total Anchor ITtems Sub-tests. The pattern was also repeated for the

ld-year-old students for the Comprehending Long Passages, Making Critical

Judgements and the Recognizing Mood Sub-tests.

More 10-year-old students at Independent schools than students ﬂt
Government or Catholic schools ware successful on the Comprehending
Literal Meaning Sub-test, and l4-yecar-old Independent school students
were superior on four sub-tests - Comprehending Litcral Meaning, Recog-
nizing Emotional Language, Litcral Meaning Anchor Items and Total! Anchor
[tems. Students aged 10 yecars at Catholic schools were superior tc
students at Government or Independent schools when Making Critical Judge-
ments and Recognizing Emotional Language wherecas students aged 14 years

at Catholic schools were inferior tu other students when Comprchending

Passages.



Speaking Performance by School Type

No consistent pattern of results similar to that observed for the listening
sub-test and test results was observed for the various speaking tasks
reported in Tables 11.1 and 11.2 for the 10-year-old and the l4-ycar-old
students respectively. There was a slight tendency for students attending
Government schools to have the lowest level of performance and students
attending Independent schools to have the highest level of performance as
was noted for the listening tasks, but there were many speaking tasks at
both age levels where this did not apply. For example there were two
tasks at the 10-year-old level and one task at the l4-year-old level where
students from Independent schools had a lower level of performance than
students from Government and Catholic schools. These were the tasks of
giving address and giving dircctions (not provided) for 10-year-old
students, and T<..uesting information for 1l4-year-old students. Another
exception was found at the l4-year-old level where students at Government
schools were superior to all other students in conversations when seeking
employment. There were also several tasks at both age levels where there
were no differences or very small differences in speaking performance

between students attending the three types of schools.

Student Performance by School Variables

As stated in Chapter Six, some of the background information collected for
each student in the sample related to the school experiences of the student
that were considered likely to be related to his performance in listening
or speaking. These variables were concerned with school characteristics
such as size, staff experience and turnover, various aspects of the schools'
language development program and the identification of students with learn-
ing difficulties. The distributions of results on the listening and speak-
ing tests are first considered scparately for each of the school variables
for those students for whom there were no missing data. The variables are
then considered together in analyses used to determine their relative
importance for the listening and speaking performances of the 10 and 14-

year-old students.
School Size

School size was measured by the number of full time teachers at the school.
Two different scales for grouping the numbers of teachers into categories
werc needed for primary and secondary schools. These scales are shown in

Table 11.3 together with the proportions of successful students attending
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Table 11.3 School Size by Performance in Listening and Speaking
for 10-and 14-Year-0ld Students

School Si:ze 10-Year-0lds Successful l4-Year-0lds Successful
(Category) No. of Teachers List % Speak % No. of Teachers List % Speak %
1 Very small 1- 5 63 39 2-19 69 79
2! Small 6-10 60 A 20-29 69 85
3|l Small/Medium 11-15 63 65 30-39 80 95
4 16-20 59 62 40-49 73 86
Medium
S 21-25 57 58 50-59 82 88
- 2> -

6 Large 26-30 62 65 60-69 g1 83
7 31-42 61 59 70-79 80 80
8 Very large - 80+ 75 77
Number of Students® 1041 998 c04 858

a These numbers are the same for Tables 11.4 to 11.10 but are not repeated there.

schools in each category. The proportions of students in ezch category from

the total 10 and l4-year-old samples were given in Table 6.4.

There was little variation in the proportions of 10-year-old students
succeeding ¢ rhe listening test according to school size but more variation
for speakin. In particular students attending very small schools with from
one to five teachers performed pocrly on the speaking test item. There was
more variation in the proportions of successful l4-year-old students from
schools of different sizes for both listening and speaking. However the
relationships were clearly not linear and require close consideration when
the importance of school size is compared with other variables for specific

groups of students.

Average Teacher Time at the School

The proportions of students succeeding in listening and sp:aking in relation
to the average teacher time at their school are shown in Table 11.4. There
was no consistent relationship between teacher time at the school and
performance in listening at either age level but a clear trend was evident
for speaking at both age levels. As the average length of time teachers

had been at the school increased, higher proportions of students succeeded
on the important speaking task of making critical judgements. The larger
difference was found for 10-year-old students where there were 41 per cent

of successful students at schools where the average teacher time at the
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Table 1li.- Average Teacher Time at the School and Total Teaching

Experience by the Proportions of Successful Students in

Listening and Speaking

Ave. Time at Time at School Total Experience
School & Total 10-Year-Olds 1d4-Year-Olds 10-Year-Olds 14-Year-Olds
Experience List Speak List Speak List Speak List Speak
% % % % % % % %
Less :than 1 year 60 a1 66 74 50 .2 56 70
Between 1 & 2 years 58 59 76 81 53 39 76 69
More than 2 but 63 65 79 88 58 58 76 85

less than 5 years

Between S5 & 10 years 60 68 72 924 63 65 79 88

a Only three students were in this group.

school was less than one year, and 68 per cent successful at scnools where
the average teacher time at the school was between five and ten years. For
14-year-old students the corrcsponding proportions were 74 per cent and 94
per cent, a smaller but still substantial difference. 1t could be
anticipated that there would be a rclationship between average teacher time
at 2 school and teacher age and exp rience. Although data on age of
teachers was nqt‘collecfed, average total teacher ecxperience was recorded.

Average Total Teacher Experience

There was a ~onsistent pattern of differences in the proportions of success-
ful students for listening and speaking at botﬁ‘agc levels in relation to
the average total length of experience of teachers at the school. The more
experienced teachers were, the higher proportions of students who were
success ful on the listening and speaking tests. The trend was stronger and
more consistent for the l4-year-old students. The proportions of students

are shown in Table 11.1.

The Schoeol's Language Development Program

Aspects of the school's lunguage development program considered here are
the sources of the program, the stated importance of oracy compared with

literacy, and the use of tape recorders, radio and television in the program.

Sources of the Program. Potential major sources of a school's English

larguage development program were identified as the District or wider
grouping of schools (for cxample, a centrally-preparcd State syllabus), the
school itself, a group of teachers within the school, and the individual

teacher. The performances of students attending schools where each of these
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Table 1i.5 Relationships Between Major Sources of School Programs and

the Proportions of Successful Students for Listening and

Speaking
Major Input 10-Yecar-Qlds 14 -Year-0lds
to Program List % Speak % List % Speak %
District or wider 63 58 73 76
School 60 63 75 84
Group of teachers ;
{or language department) 5> 8 77 84
Individual tecacher 61 64 30 85
Total (Sub-samples) 61 62 76 84

sources was a major contributor to the school's program are shown in Table
11.5. There did not seem to be a consistent trend across age levels for
either listening or speaking. The largest difference in the proportion of
success ful students (when compared with the proportion of successful
students for the total sub-sample for whom school information was available)
was for sccondary schools which indicated that the district or wider
grouping made a major input to their language development program. In this
case only 76 per cent of ld4-year-old students were successful on the
speaking task compared with 84 per cent who were successful for the total
sub-sample. Most of the other differences were small. In these cases
individual schools, groups of teachers and individual teachers were stated

to have made a major contribution to the program.

i
The Importance of Oracy in the Program. Schools were asked to rate the '’

importance of developing listening and speaking abilities in the language
program compared with the importance of developing reading and writing
abilities. Two ratings were requested: the relative importance of oracy
ideally, and the relative importance actually in the school's program were
sought. The proportions of students succeeding in listening and speaking
according to the school's priorities in their language development program
are shown in Table 11.6. There was a fairly consistent tendency for
students to have higher performance in schools where oracy was said to be
less important than literacy ideally than in schools where oracy was said

to be more important ideally. However this was not true for the speaking

[

performance of the l4-year-old students where there was a small difference

in the oppositc direction. In general observed differences in proportions,

211 2:,'.1



Table l1.6 The Relationship Between the Importance of Oracy Ideally and

Actually and the Proportions of Successfui Students in

Listening and Speaking

Compared with 10-Year-01ds 1l4-Year-0Olds
Reading and Writing List % Speak % List % Speak %
Ideally »
Less important 67 67 . 87 83
jual importance ‘ 61 62 76 83
More important 61 59 73 88
Actually
Less important 59 61 78 84
Equal importance 63 63 G9 84
More important 71 56 83 83
of successful students were small. When opinions of the actual importance

of oracy were given, there was a tendency for students at schools where
oracy was stated to be less important to have lower performance in listen-
ing, but not speaking, than students at schools where oracy was considered
to have more actual importance than literacy. Again most differences

were small.

School Use of Tape Recorders, Radio and Television. The overall school use

of tape and cassette reccrders, radio and television in the language
development program has been recorded in Table 6.10. Where necsssary the
categories shown in that table have been collapsed into three because of
the very small numbers of l4-year-old students at sciools where radio was
used most days. The categories‘used in this section may be seen in Table
11.7 where the proportions of successful students are shown according to
the overall school use of tape recorders, radio and television. There was
no identifiable trend in the performance of the 14-year-old students in
relation to the school's use of tape recorders, radio or television.
However for the 10-year-old students there was a tendercy for decreasing
schoo. use of radio and television to be related to lower listening perform-
ance, and for decreasing use of recorders and television to be related to

lower speaking performance.

Availability and Individual Use of Tape Recorders. The availability of

tape or cassette recorders in the school was measured by the number of
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Table 11.7 The Relationships Between Overall School Use of Tape

Recorders, Radio and Television and Proportions of

Successful Students for Listening and Speaking

Overall School 10-Year-0lds ld-Year-0lds

Use of: List % Speak % List % Speak %
Recorders
Most days 60 63 83 91
About weekly 62 62 70 83
Every now and again 59 59 77 83
Rarely or never 62 56 77 87
Radio
Most days 75 68 :}'

74 85
About weekly 57 58
Every now and again 63 65 74 84
Rarely or never 58 59 78 84

Television

Most days 71 64 76 86
About weekly 60 63 80 86
Every now and again 59 61 77 82
Rarely or never 54 47 71 86

recorders for each ten teachers in the school. The five categories for
availability of recorders shown in Table 6.9 were collapsed because of the
small numbers of students in some categories. Because of the lower avail-
ability of tape recorders in secondary schools the categories were
collapsed differently for the 10-year-old and the l4-year-old student
samples. The new categories may be observed in Table 11.8 in relation to
listening and speaking performance. Individual student use of a tape
recorder in his language program is also shown in this table and the
categories used are consistent with those for overall school use in Table
11.7. There were no trends in the l4-year-old students' performance
related to the availability or individual student use of %tape recorders
except that increasing individual use of tape recorders seemed to be
related to lower listening performance. The opposite was true for the
listening performance of the 10-year-o1d students where higher listening
performance was associated with morz frequent use. Availability of tape
recorders was related to both listening and speaking performance by the

10-year-old students: higher availability was associated with higher

proportions of successful students.
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Table 11.8 Availability and Individual Student Use of Tape Recorders by

Proportions of Successful Students for Listening and Speaking

Availability and Individual 10-Year-0lds l4-Ye:z "-0lds

[2) 0. o

Use of Recorders List % Speak % List % Speak %

No. Recourders/10 Teachers

Age 10 Age 14
0-5 0-2 60 58 76 83
6-10 3-5 61 62 77 85
11+ 6+ 64 72 75 82

Individual Use

Most days 84 58 _a -2
About weekly . 86 64 63 88
Every now and again 61 63 74 83
Rarely or never 58 59 78 85

a Only one or two students in this category.

Identification of Learning Difficulties

Teachers were asked to identify students who had either minor cr major
problems in listening or speaking. The listening and speaking performances
of these students are shown in comparison with students judged not to nave
these problems in Table 11.9. Students considered to have listening
problems are compared on listening performance and students with speaking
'problems are compared on speaking performance in this table. The very small
numbers of students whom teachers stated were receiving remedial help
outside normal classroom lessons meant that this variable could not be used
to compare student performance. The proportions of students in the
categories of perceived problems and receipt of help have been recorded in

Table 6.13.

There were strong relationships between teacher perceptions of
individual problems and student performance at both age levels for both
listening and speaking. The strongest relationships were found for
listening and for the 10-year-old students. Whereas almost two-thirds of
the 10-year-old students with no apparent problems were successful on the
listening test, almost a half with a minor problem and only a quarter with
a major problem were successful. The weakest of these relationships was
that for the speaking performance of the l4-year-old students but even

here there was a considerable difference in the proportions of successful
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Table 11.9 Perceived Individual Listening and Speaking Problems by the

Proportions of Successful Students in Listening and Speaking

(Respectively)
Perceived Problem 10-Year-01lds 14-Year-01ds
Listening or Speaking List % Speak % List % Speak %
None apparent 64- - G4 79 85
Minor problem 49 52 69 82
Major problem 25 32 43 63
students: 85 per cent of those with no apparent speaking problem were

successful compared with 63 per cent of those who were considered by their

English language teacher to have a major problem.

Year Level of Student

The Year level of students is decided, at least in part, by policies on age
of entry to schooling and promotior through the grades. This variable had

a consistent relationship with performance in listening and speaking at both
age levels and was particularly strong for listening. It was also stronger

for the 10-year-old students than for the 14-year-old- (sece Table 11.10).

The Relative Importance of School Variables

Thaid analyses were used to determine the most important predictor variables
for the listening and speaking criterion variables. For listening the
criterion variable used was total listening test performance and the
criterion variable for speaking was performance as measured by the task of
making critical judgements. The use of the THAID technique in this way was
described and explained by Bourke ond Keeves (1977:81-82). Briefly, from
the original sub-samples of students without missing data for any of the

variables to be used in the analysis, two sub-groups are formed so that the

Table 11.10 The Relationship Between Year Level of Student and the

Proportions of Successful Students in Listening and Speaking

Year Level® 10-Year-Olds : 14-Year-Olds
Age 10 Age 14 List % Speak % List % Speak %

46 54 68 79

5 9 62 61 78 85

10 81 79 86 89

a The small numbers of 10 and l4-year-old students in Year 7 have
been recoded. to Years 6 and 8 respectively.
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difference between the sub-groups is maximised with respect to the criterion
variable. As stated in this case there are two criterion variables, the
proportions of successful students on listening and on speaking at each of
two age levels. These sub-groups are then split in the same way for up to
four successive splits. Thus the possible number of sub-groups in each
analysis for which the predictor variables can be examined is 16. However

in these analyses the minimum number of students permitted in a sub-group

was 30, so an analysis frequently resulted in fewer than 16 groups. The
results of the THAID analyses are shown in the branching diagrams illustrated
irc Figures 11.1 to 11.4 for the different criterion variables and for the

different age levels.

10-Year-0ld Students: Listening as che Criterion. Figure 11.1 illustrates

the most important predictor variable at each stage of the analysis where
the ciiterion variable was success on the total listening test by the 10-
year-old students. For the total sample the most important variable was
whether students had been identified as having a problem in listening.
Other variables that werc important in this analysis were Year level,
student use of a tape recorder, whether a group of teachers at the school
made a major contribution to the language program, school size and the
other variables shown in the figure. The highest group of students on the
criterion was tie group of 70 students (Group 21) who were not considered
to have a listening problem and who werec in Year 6 at schools where a group
of teachers at the school did not make a major contribution to the language
program. Of this group of students, 84 per cent were successful on the
total listening test. The lowest group (Group 14) consis}ed of those
students at very large or medium-sized schoocols who were considered to have
either a major or minor listening problem and who rarely or never used a
recorder in their language program. Only 19 per cent of these 41 students
were successful in reaching the criterion of successful performance on the

total listening test. N

10-Year-0ld Students: Speaking as the Criterion. The same information

with speaking as the criterion is shown in Figure 11.2. Although the most
important variable for the total group was whether the student was
perceived to have a speaking problem, when all the other splits were
considered the most consistently important variable was school size.
Similar proportions of students from particularly large schools and small
schools were successful when compared with the proportion of successful
- students for the total sample, while students with a speaking problem from

very small and medium schools had a much lower performance and students

2o
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with no apparent speaking problem who attended medium-sized schools had a
higher level of performance. More frequent use of a tape recorder, greater
availability of a tape reccrder, morc frequent use of television, grecater
teacher experience and length of teachers' stay at the school were all
related to higher performance for some specific groups of students. lHowever
less freguent school use of a radio was related to higher performance for

one purticular group of 60 students (Group 35).

14-Year-Otd Students: Listening as the Criterion. Figure 11.3 shows that

school size was the most important variable for the total group of 904
students included in this analysis. It was also the most important
variable when all four levels of split werc considered. Students attending
medium to large scheools were more frequently successful than students
attending small schools. Where students were considered to have a listen-
ing problem (Group S in the figure), students at large schools had a higher
success rate than students at medium-sized schools. Other variables
important for listening by the l4-year-old students were the actual
importance of oracy when compared with literacy (surprisingly less import-
ance being associated with a higher proportion of successful students at
small schools), and the school's use of a tape recorder (in these cases more
frequent usc was associated with higher proportions of successful students) .
Involvement of individual teachers in medium to large schools in the devel-
opment of the language program was related to student success on the
listening test (Group 4}, as was the time teachers had been at the school
for different groups of students at small schools (Groups 7 and 13). School
use of a radio was again negatively related to performance for one group

of high performing students (Group 8).

14 -Year-01d Students: Speaking as the Criterion. Whereas the average time

teachers haﬁ stayed at the school was thec most important variable for the
total group of students (with increasec in time at the school being linked
with a higher proportion of successful students), school size was respons-
ible for no fewer than six splits, including both of the level twc splits.
In those cases where average teacher time at the school was not more than
two years, and the individual teacher was a major contributor to the
language program, almost all students (99 per cent) at small and medium/
large schools were successful on the speaking task used as the criterion
(Group 20). However where the individual teacher was not a major contrib-
utor to the program being taught, only 69 per cent of students at small to

medium-sized schools were successful (Group 22). It should be noted that




although Groups 20 and 22 were small groups consisting of only 34 and 38
students respectively, the importance of the individual teacher as a

source of the language program was related to the performance of a much
larger group of 240 students (Group S). When average teacher time at the
school did exceed two years, school size was also important as was the
school's use of radio (where some use was related to a higher level of
performance, than rare or no use), and the role of the district or wider
grouping in providing the school's language program (performance was higher
when the district was not involved). However involvement of the school in
the development of the program was related to higher performance by a group
of already highly performing students (Group 13). Figurec 11.4 displays
this anaaysis.

Summary for School Variables

It would seem to be clear that the variable responsible for most splits was
school size. However the relationships between schoollsize and listening
and speaking performances were not consistent, being very dependent each
time upon the composition of the specific group of students concerned.
Cther consistently important variables were length of teacher stay or time
at the school, school use of a tape or cassette recorder and school use of
radio. Longer teacher time at the school was associated with higher
proportions of successful students as was more frequent schcol use of a
recorder but less frequent use of radio. Other variables that were
important for listening werec percecived listening problems and the importance
of.oracy compared with literacy. For speaking, tcacher identification of a
speaking problem and the availability of recordsrs were also important for
success when making critical judgements. Three variables that were
relatively unimportant but did cause one split each were the school's
involvement in developing the language program taught, school usage of
television in the program, and average teacher experience. The splits
caused by these variables were related to speaking but not to listening

performance.

Student Performance by Personal and Home Variables

Some of the background data:zollected for each student, such as sex, age
and place in family, was personal information considered likely to be
important for the student's performance in listening and speaking. Other
data such as father's and family occupation, size of family, country of
birth of the student and his parents, school attendance, languages spoken

in the home, and type and location of school attended, was home or family

222

. 25",:)

o



Table 11.11 Age of Student by Proportions of Successful Students in

Listening and Speaking

Age in Years Neo. of Students 10-Year-0Olds 14-Year-0lds

Age 10 Age 14 List % Speak % List % Speak %
10:0-10:1/14:0-14:1 134 143 61 60 78 90
10:2-10:3/14:2-14:3 205 244 61 65 78 88
10:4-10:5/14:4-14:5 254 229 61 64 81 87
10:6-10:7/14:6-14:7 242 259 62 59 85 87
10:8-10:9/14:8-14:9 233 232 63 67 76, 81
10:10-10:11/14:10-14:11 229 197 70 70 79 81
Number of Students® 688 670 765 746

a These numbers are the same for Tables 11.12 to 11.15 and consist of all
students for whom there was no missing data on any of the personal or
home background variables.

background information also thought to be important for oral language

development. Information on student performance by sex, by languages spoken

in the home, oy location and by the tyyp:e of school parents selected for
their child to attend, has been provided and discussed in detail earlier in
this chapter and will not be repeatec hwve. However information on each

of the other personal and home background variables is given in this section

in relation to student performance in listening and in speaking. The

distribution of students on each of these variables may be observed in

Chapter Six. Subsequently all variables, including sex, languages spoken,

location and school type, are considered together in analyses to determine

their relative importance for listening and speaking at both age levels.

[
Age of Student

Students were fairly evenly spread across the 12 month age span of the
samples at both the 10.and the l4-year-old levels as can be seen by the
numbers of students in the total sample shown for each ~ _epoTyY 1in

Table 11.11. Differences in listenirg and speaking performances of students
in the various age categories were generally small and inconsistent. There
was however a clear trend in the speaking performance of the 14-year-old
students where higher proportions of the younger students were successful
compared with the older students. Conversely in the case of the 10-year-
old students more of the oldest students were successful in both listening

and speai:ing when compared with younger students.



Table 11.12 Relationships of Family Size and Place by Size of Family

with Proportions of Successful Students in Listening and

Speaking
Family Size and 10-Year-0lds l4-Year-01ds
Place by Size Family List % Speak % List % Speak %
Family Size
1 child 55 74 51 702
2 children 62 69 87 86
3 children _ 69 61 79 86
4 children 58 58 77 86
S children 65 63 84 85
6 children 68 71 75 89
7 children 452 67 75 87
8 or more children 58 73 70 84
Place by Size Family Category
1st out of 1, 2 or 3 0 64 70 81 87
2nd out of 2 or 3 1 64 60 81 82
3rd out of 3 2 69 56 80 90
1st out of 4 or 5 3 69 65 80 81
2nd or 3rd out of 4 or 5 4 60 59 75 84
4th or 5th out of 4 or 5 5 56 57 86 89
Ist to 3rd out of 6 or more 6 61 26 79 63
4th or 5th out of 6 or more 7 65 83? 557 97
6th or more out of 6 or more 8 58 81 78 84
a There were fewer than 30 students in this group.

Family Size and Student Place by Size of Family

The performance of students when related to family size and to their place
by size of family are shown in Table 11.12. Families were grouped into
small (one to three children), medium (four or five children) and large
(six or more children}, and students were identified as being an older,

middle or younger child for each of these sizes of families.

With the exception of those groups where there were small numbers of
students, the proportions of students succeeding on the listening test and
the speaking task revealed no clear trend for either family size or place
by size of family for the total samples of 10 and 14-year-old students.
Possible relationships of these variables with performance of specific

groups of students will b~ considered later in this section.
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Table 11.13 Father's and Family Occupatiocn by Proportions of Successful

Students in Listening and Speaking

Group Occupational No. of Students 10-Year-0lds 14-Year-0lds
No. Classification Age 10 Age 14 List % Speak % List % Speak %
) \';;L’:Fathcr
6 _Professional 129 171 71 72 88 91
5 Managerial 123 226 64 75 85 89
4 White collar 94 119 75 64 82 92
3 Skilled manual 261 221 60 60 78 81
2 Semi-skilled manual 204 193 56 65 69 78
1 Unskilled manual 207 160 63 64 75 84
Family
6 Professional 202 225 76 74 89 90
5 Managerial 117 206 65 65 84 89
4 White collar 140 188 73 65 74 90
3 Skilled manual _223 185 55 57 81 80
2 Semi-skilled manual 227 190, 54 65 68 79
1 Unskilled manual 187 133 62 63 77 83

Father's and Family Occupation

The distribution of students according to their father's and mother's
occupations were given in Table .20 on a six-point occupational classifi-
cation scale. Family occupation has been formed from these two variables
by taking the higher of father's and mother's occupations. For most
students, therefore, father's occupation and family occupation will be the
same, but it was considered to be useful to determine which variable was
more closely related to student performance in listening and in speaking.
The distributions of students in these variables and of their performances

are shown in Table 11.13.

In general differences in the proportions of successful students were
not large, but there were some fairly consistent trends. Students whose
fathers were in semi-skilled manual occupations tended to have slightly
lower performances and, at the 10-year-old level were accompanied by
students whose fathers were in skilled manual occupations. There was also
a tendency for l4-year-old students whose fathers were in managerial or

professional occupations to have higher performance. The same was true for




Table 11.14 Relationships of Country of Birth of Father and Mother with

Proportions of Successful Students in Listening and Speaking

Country of Birth 10-Year-0lds 14-Year-0lds
Birth d List % Speak % List % Speak %
Father

English-speaking 66 66 83 86
Non-English-speaking 50 60 64 83
Mother

English-speaking 66 66 83 85
Non-English-speaking 48 58 63 87

speaking in the case of the 10-year-old students. For family occupation

a tendency for higher performance to be associated with higher status
occupations was clearer, but the trend was not linear with sometimes
students from semi-skilled manual occupation families, sometimes skilled
manual and sometimes white collar occupation families having the lowest
proportion of successful students. The relationships between father's and
family occupation and student performance in listening and speaking should

be clearer when specific student groups are considered.

Country of Birth of Students, Father and Mother /

As very few students in thec samples were born outside Australia, country of
birth of students is not considered further in this section. Similarly as
almost all students had spent all their life in Australia, number of years
in Australia has also been dropped as a variable. Although there were much
higher proportions of parents born outside Australia, many were born in
other English-speaking countries (sec Table 6.17 for the distributions of
country of birth). Consequently performances in listening and speaking are
reported here (in Table 11.14) for students with parents born in English-
speaking countries (including Australia) and non-English speaking countries

only.

For the l10-year-old students it was clear that when either parent was
born in an English-specaking country, student performance was higher. The
differences in proportions of successful students were much higher for both
father's and mother's country of birth in the case of listening performance
than for speaking. For the l4-year-old students the differences were

similar for listening with much nigher proportions of students with parents
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Table 11.15 School Attendance by Proportions of Successful Students

in Listening and Speaking

Attendance 10-Year-0lds l14-Year-0lds
(days absent) List % Speak % List % Speak %
0 72 70 77 86
1 -2 63 59 79 90 -
3 -5 66 65 82 88
6 - 10 58 66 81 79
11 - 15 62 67 79 92
16+ 60 61 - 70 75

from English-speaking countries being successful on the total test. However
the differur.ces for speaking were very small and, although more students

were succussful if their fathers had been born in English-speaking countries,
slightly fewer students were successful if their mothers had been born in

English-speaking countries.

School Attendance

The distribution of student listening and speaking performance for the six
categories of attendance recorded in Table 6.12 are shown in Table 11.15.
The number of days absent in the first two terms of 1978 were used to assess
attendance. Differences in the proportions of successful students were not
large and not wholly consistent. However there was a tendency for greater
proportions of students with high attendance to be successful when compared
with the proportions of successful students with low attendance. The

results for students with moderate attendance were variable.

The Relative Importance of Personal and Home Variables

Thaid analyses were performed in the same manner already described for
school variables in order to determine the relative importance of the
personal and home variables for the total samples of students, and then for
specified sub-groups of students formed by the analyses. The results are
jllustrated in Figures 11.5 to 11.8 for the two age levels of students and

for the criteria of listening and“spéaking.

10-Year-0l1d Students: Listening as the Criterion. Family occupation was

the most important variable for the total sample of 10-year-old students,
with those from higher status families having a much higher performance

than students from lower status families. Family language or language
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spoken in the home, and student place by size of family were the next most
important variables. Almost double the proportion of students from lower
occupational status families where only English or English and an 'other'
language was spoken at home were successful on the total listening test
than the proportion of students from h?mes where English plus a European
language or no English was spoken. Although place by size of family was
important for two different groups of students, its relationship with
student performance was not consistent. Reference to the place-by-size
group numbers (see Table 11.12) shown for Groups 7 and 11 indicates that
an almost identical combination of place-by-size groups had respectively
the higher and lower achievement for these splits. Whereas 79 per cent of
students from higﬁ status families were successful, only 17 per cent of
students from low status families where English plus a European language
or no English was spoken were successful on the listening test. Other
important variables ~Jere sex (males performing better than females for two
specific groups of students), school type (students at Government schools
having a lower performance than students at Catholic or Independent schools

for one large group), location (for high performing groups, non-metropolitan

students of both sexes had higher performances than metropolitan students),

and father's occupation (one group of students with fathers in unskilled
manual occupations having higher performance than students with fathers in
skilled or semi-skilled manual occupations}. Details of this analysis are

shown in Figure 11.5.

10-Year-01ld Students: Speaking as the Criterion. Figure J1.6 illustrates

that place by size of family was the most important variable for the total
group of 10;year—old students when making critical judgements was the
speaking criterion measure. The first born in small or medium sized
families, the third born in small families and later children in large
families had higher performance than others. Family language was the most
important variable for two large groups of students (Groups 2 and 6). Ir
both cases students from homes where only English or English plus a North
European language was spoken had higher performance than other students.

The differences in proportions of successful students were quite substantial
as can be seen by comparing the percentages of successful students for
Groups 4 and 5 and for Groups 12 and 13. Family occupation was also
important for a large number ;f students (Group 3) where higher occupational
status was associated with higher performance. Other important variables

were school type (students from high cccupational status families attending
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Catholic schools had a higher performance than similar students attending
Government or Independent schools), age of student (two groups of older
students having higher performance), location (one large group where
students from metropolitan areas had a higher performance than non-metro-
politan students), family size (non-metropolitan students from one or two
child families having higher performance than other students), and father's
occupation (metropolitan students whose fathers were in unskilled or semi -
skilled occupations had markedly higher performance than similar students

whose fathers were in higher status occupations).

14 -Year-01d Students: Listening as the Criterion. Variables which caused

the splitting of the l4-year-old student sample when the total listening
test score was the criterion measure may be examined in Figure 11.7.
Family language was by far the most important variable for the total group
of students and 83 per cent of students from homes where English was the
only language spoken were successful on the test compared with 56 per cent
from homes where no English or English plus another language was spoken.
Other very important variables were place by size of family and family
occupation. Again place by size of family gave different results for the
various sub-groups of students where it caused the split to occur and the
categories shown in Table 11.12 should be consulted when examining the
THAID diagram. Because of the small number of students from homes where a
language other than English was spoken, no further splits were possible
after place by size of family. 1In general students from small famil--=s
(other than first horn students) and late born students from families of
six or more had a higher performance than other students. For family
occupation, students from English-speaking professional and managerial
families were more frequently successful on the listening test than similar
students from lower status families. However for some of these lower family
occupational status students, lcwer performance was found for white collar
families than for skilled, semi-skilled or unskilled families (Group 9).
Other important variables were father's occupation where higher status
occupations were associated with higher performance (Groups 8 and 11), and
school type where high family status students attending Catholic or
Independent schoois had higher performance than similar status students
attending Government schools. It is of some interest to note that all 56
students with fathers in professional occupations from both small and large
families where English was the only language spoken were successful on the
total listening test. In all the analyses undertaken only one other group
?f students achieved this level of performance.
<
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14-Year-0l1d Students: Speaking as the Criterion. Figure 11.8 illustrates

the extensive range of splits created by the THAID analysis for 14—year-éld
students when speaking performance was considercd. Father's occupation
caused the first split when students with fathers in professional,
managerial or white collar occupations were found to have a higher level of
performance than students whose fathers were in skilled, semi-skilled or
unskilled manual occupations. Sex and age of students were also found to
be very important for speaking performance with females having a higher
level of performance than male students whose fathers were engaged in a
manual occupation, and with younger students(having a higher performance
than older students whose fathers had a high occupational status. Age was
also important for two groups of students (Groups 9 and 11) in the lower
occupational group wherc the age situation was reversed with the older
students having bigher performance than the younger students. Place by
size of family was again important for four smaller groups and again
results differed between the specific groups of students. Family size was
important for one group of female students (Group 5) where students from
families with up to four children had a higher performance than students
from larger families. Other important variables for the speaking perform-
ance of smaller groups of students were location (non-metropolitan students
having higher performance than metropolitan students), attendance (students
with up to three days absence higher than students with more absences), and
school type (students at Government schools having a higher performance
than students at Catholic or Independent schools). The 95 students at
Government schools were younger than other students, came from families of
all sizes where the father had a high status occupation and all of them
were able to respond adequately when asked to make a critical judgement in

the speaking test.

Summary for Personal and Home Variables

The most important variable overzil was place by size of family in that it
accounted for more splits of the larger groups of students than any other
variable. However the relationship between place by size of family with
listening and speaking performance was very dependent upon the specific
group of students in each case. Based on the method of categorizing this
variable and the results obtained, it was not possible to discern a clear
indication of the relationship of this variable with student performance in
listening and speaking. Other variables of considerable impurtance were

father's and family occupations and family languages. Professional and
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managerial occupations were consistently associated with higher performance,
but there was less consistency in the relationship between white collar

and skilled manual occupations and semi-skilled and unskilled manual
occupations. For languages spoken by the family, students from homes where
only English was spoken in general had a higher level of performance than
other students. This was the case for both listening and speaking at the
10-year-old level and, at the l4-year-old level for listening but not for
speaking. The :i:h achieving groups were sometimes joined bt/ either the
English plus a North European language group or the English plus an 'other'

language group.

Age was important for speaking performance at both age levels but not
for listening. Where a relatively successful group of students was split
by the age variable, the younger student: were more successful than the
older students. However when.a relatively unsuccessful group of students
was split by age, the older students had the higher level of performance.
Other important variables for both listening and speaking were location and
school type, and in both cases the relationship with performance depended
upon the specific group of students. Family size was move important at the
14-year-old level than the 10-yeayr-old level, but in each case students
from smaller families had higher performance. Sex was important for the
listening test performance of the 10-year-old students from higher status
occupational groups (males had the higher perforimance} and for the speaking
performance of the l4-year-old students from lower status oucupational

groups (females had the higher performance}.

There were three personal and howme variakles which had relatively little
or no importance for listening anrd speaking. These were attendance (respons-

ible for one minor split) and country of birth of the student's father and

mother which were not responsible for any splits.

Student Performance by All Background Variables

School variables were analysed separstely Lecause it was considered that
these factors were capable of being «nfluenced Ly teachers or by educational
authorities. Knowledge of tha relationships that existed between student
performance and variables such as use of audio-visual aids, sources of
school programs and the iJdentification of students' learning problems could
conceivably lead to changes in teacher practice. Knowledge of the relation-
ship between student performance and school size, Year level of students

and teacher turnover could eventually lead to changes in larger-scale
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educational planning. It is not suggested that the results contained in
this chapter warrant changes at either level, but simply form a small part

of the background information available when these issues are considered.

Personal and home background variables are not subject to change By
teachers or by educational authorities. They are measures of a given
situation such as the language background of a student, or parental
decisions such as where to live (location)} and where to send their child to
school (schocl type). However knowledge of the relationships between these
variables and student performance would be most useful when courses of
action are planned at both decision-making levels. Consequently personal

and home variables have also been considered separately.

The relative importance of school variables and personal and home
background variables is of some interest. On the one hand it is possible
that the variables capable of being influenced by a teacher, though
important among school variables, are relatively unimportant when all
variables are considered together. If this is the case teachers need to be
aware of the limitations of any attempt they make to overcome student
problems. Conversely tne variables likely to have a major impact on

student learning should also be recognized.

The results of THAID analyses including all background variables at
both age levels for listening and for speaking are shown in Figures 11.9 to
11.12. Much of what appears in those tables is a repetition of information
available in Figures 11.1 to 11.8, but there are some important differences.
The samples on which the analyses for all variables have been performed are
smaller than the earlier analyses because of the requirement that no
student included had any missing data on any of the variables included in
the analysis. It is not intended to duplicate detail already covered in
this chapter but simply to point out the relative importance of various
school, personal and home variables and to comment on differences between

these and earlier analyses.

The most important variable for student performance in terms of the
number of splits it caused and the numbers of students involved in those
splits was schocl size. However the nature of the relationship varied
with the composition of the particular group being split, and no general-
ization applicable to both age levels and to listening and speaking was
possible. Following this school variable, the three next most important

variables were related to the student's home background - family occupation,
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place by size of family and family language. High status family occupation
was related to high levels of student performance in terms of the propor-
tions of students succeeding on the listening test. Family occupation was
not as closely associated with speaking performance as was father's
occupation for which high occupational status linked with a high proportion
of students succeeding on the task chosen as the speaking criterion. As
already stated, place by size of family gave results that were idiosyncratic
to the particular group of students being split. It was most important for
the 1istening performance of the l4-year-old students and the speaking
performance of the 10-year-old students. In the analyses involving all
variables, place by size of family was not at all important for the speaking
performance of the l4-year-old students and of only very minor importance
for the listening performance of the 10-year-old students. This represents
a marked change from the results of the THAID analyses when personal and
home variables were considered separately. Family language was particularly
important for the listening performance of 10 and l4-year-old students but
not for speaking performance at either age level. This again represents a
change from the results of earlier analyses. Students from homes where only
English or English plus an ‘other' language was spoken were more frequently
successful than students from homes where no English or English plus a

European language was spoken.

The age of students was important for speaking but not for listening
in the same way as was reported for earlier analyses. There were many other
variables of only minor importance overall. These were teacher time at the
school; involvement of individual teachers and individual schools in the
development of language programs (and these latter two were important only
at the 10-year-old level for speaking); the availability and student use
of recorders; the school's use of recorders, radio and television, sex;
school type; school attendance; and country of birth of the student's
father. Variables which were not responsible fer any splits when all
variables were permitted to compete were family size, location, country of
birth of the student's mother, the ideal or actual importance of oracy in
the curriculum, the identification of students with listening or speaking
problems, teacher experience, Year level of student, and the involvement
of the district or a group of teachers within a school in the development

of language programs.

It is unfortunate that no substantial generalizations can be made

about the relationships between two of the variables that had close

Q
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associations with student . erformance in listening and spcaking, that is
school size and place by size of family. The likelihcod is that these
variables will always be dependent upon many other factors in the school
and home situations and that general relationships do not exist. However
in any future work of this nature it would seem to be prudent to consider
the nature and categorization of these two variables much more closely than
has been possible in this chapter concerned with a large number of

potentially-important variables for listening and speaking performance.
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CHAPTER TWELVE

THE IDENTIFICATION AND ASSESSMENT OF
LISTENING AND SPEAKING TASKXS - A SUMMARY

The Identification of Tasks

The aims of this study were twofold, firsi. to identify the listening and
speaking tasks considered by teachers and others to be important for
students, and secondly to assess student performance on those tasks.

The model used to identify the important tasks for assessment involved a
three-dimensional classification of tasks in terms of the listening or
speaking ability required to perform the task, the context of the task and
the individual's purpos< in listening or speaking. The ability dimension
was considered to be the key to a school's oral language program and was
used as'the basis of classifying tasks for possible assessment. Four
categories of language were identified as a means of grouping listening
and speaking abilities. These were oral vocabulary, literal meaning,

implied meaning, and analytical and critical thinking.

Teacher views on the importance of oracy in the school's language
program generally, and on the individual importance of large numbers of
specific listening and speaking tasks were obtained by interview and by
questionnaiie. In general teachers considered cracy to be important in
itself because of its primacy as a means of communication. However a
significant minority of teachers saw oracy as important largely because of
its contribution to the development of literacy. When a group of teachers
from the same school weTe interviewed, a school view of the importance of
oracy and of classroom practices and assessment did tend to emerge. The
majority of teachers saw a need for some assessment of listening and
speaking abilities, although smaller numbers of teachers considered that

oral language assessments were either not necessary, not possible &r both.

The opinions of teachers, the Advisory Committee for the project and
the researchers were used to reduce the extensive lists of listening and
speaking tasks gathered from the literature to more manageable proportions.
Fortunately there was a large measure of agreement between these three
groups and finally 22 listening and 22 speaking tasks were selected for
possible assessment.
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Restrictions on Assessments Made

The time available for testing was an obvious restriction on the listening
and speaking assessments made. Not all of the 22 listening and 22 speaking
tasks selected could be tested in the context of tests each lasting
approximately SO.minutes. Although the limited time available prevented

a complete mapping of student performance, it was a realistic restriction.
Because a relatively minor portion of the school day is all that is avail-
able for assessment purposes, it becomes necessary for teachers to use the
available time as efficiently as possible. Thus some of the 22 listening
and 22 speaking tasks were assessed jointly (for example, comprehending
conversation and comprehending implied meaning) while some tasks were
subsumed under others in the tests (for example, identifying intended
audience was totally included in the sub-test concerned with comprehending
in different situations). The relatively short time available forced the
assessments for this project to parallel other classroom assessments ir -

efficiency.

The assessments made were also restricted by the nature of the testing
program devised. 1In the case of the listening tests which were presented
by audio-cassette, all visual cues for the listeners (students) were lost.
The cost and administrative and technical difficulties involved in the use
of video-cassettes prevented their use but, even if video-cassette record-
ings had been used, there are marked differences in listening in a f ce-to-
face situation and listening to a recording. However the range of contexts
for the listening tests were expanded as much as possible by the inclusion
of a didactic exposition, interviews, a playlet and factual as well as
expressive statements. To remove a writing component which would have
complicated any listening assessment, students were required only to tick
the appropriate box or make some other mark on the page in front of them.

All instructions for the test were included on the audio-cassette.

The speaking tests consisted of an individual interview of the student
in most cases by a teacher at the school with the interview being recorded
on an audio-cassette which was returned to the ACER for scoring. The
quality of some of the recordings was such that they put a considerable
strain on the person scoring the test, a difficult-enough task in itself.
Conisequently the time taken to score the speaking tests was much greater
than had been anticipated. In many cases a scorer needed to listen to ..

single response a number of times before feeling able to assess it.
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Naturally this problem greatly increased the expense of scoring the
responses to the point where the majority of the speaking tests could be
scored once only. However in addition to a considerable amount of spot-
checking and re-scoring, 100 speaking tests at each age level were
completely re-scored. Items for which the two scores failed to reach at
least 70 per cent agreement over the 100 responses were omitted from the
speaking test results presented in Chapter Eight, This loss represented

a considerabiz restriction to fhe speaking assessments, although more than
20 separate assessments were made at each age level. Finally the types of
speaking assessments undertaken did not include students taking part in a
group or even two-way conversation. This was a major deficiency in the
range of speaking assessments but could not be done at the same time or in
the same way used to make the other assessments. It was considered to be

preferable to omit the assessment of this important competency as it could

not be well done.

Summary of the Assessments

As already stated the listening and speaking abilities students possessed
were the major focus of the assessments made in this project. Results for
the criterion-referenced listening tests were presented in the form of
sub-tests, each reporting performance for a specific ability. To be
considered as successful on a sub-test, a student was required to have an
estimated true score of 80 per cent of items correct for the sub-test.
Results for the speaking tests were presented for each item in terms of
adequacy of response or for global measures of fluency of response.
Adequacy was a criterion-referenced measure related to the successful
communication of a piece of information, a statement or an idea according
to pre-determined criteria. Fluency was scored on a normal distribution
according to the extent to which pace, pause and rhythm of speech was

appropriate without excessive hesitation or slowness.

Listening Assessment

The proportion of students who were successful on the appropriate sub-test
was used in reporting results for each task. If the total test result

were taken as an indication of overall listening performance, 62 per cent
of the 10-year-old and 79 per cent of the l4-year-old students would be
considered as successful. For most sub-tests the proportions of successful
10-year-old students ranged from 45 to 65 per cent and the proportions of
14-year-old students fram 75 to 90 per cent. Almost all the 10-year-old
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and all the l4-year-old students were successful when comprehending words
and simple statements and understanding instructions. However only a
quarter of the 10-year-old students were able to comprehend passages, make
critical judgements and recognize emotional language to the levels required
by the sub-tests. There were three listening sub-tests that were identical
at the two age levels. These were the Total Anchor Items Sub-test and
those concerned with comprehending literal meaning and comprehending
passages. When results were compared it was found that approximately 30
per cent more l4-vear-old than 10-year-old students had succeeded in
reaching the criterion scores for these tests. In each case the majority
of students were assessed as being able to perform the task before they

reached the end of the compulsory phase of schooling.

Speaking Assessment

High proportions of students at botl. age levels were able to give personal
details orally. This was particularly true of the l4-year-old students
where at least 95 per cent were correct on each item. The performance of
the 10-year-old students was more variable, but the proportion of success-
ful students did not fall below 78 per cent for any item where the students

were providing personal details.

For other speaking tasks there was a considerable range in the
proportions of successful students. One of the important factors affecting
the adequacy of responses seemed to be the context in which the task was
placed. At both age levels the task of repeating an idea hac the lowest
proportion of successful students with 46 per cent of 10-year-old students
and 40 per cent of l4-year-old students making an adequate response, and
the task of listing facts had the highest proportion of adequate responses
with 99 per cent of students sucéessful- For most items when the context
was familiar to students, at least 80 per cent were able to perform

adequately the speaking task that had been set.

The two global fluency measures used were fluency-when-rcading-aloud
and fluency-when-giving-opinions. Fluency was related to adequacy for
individual students but the two measures did seem to be tapping different
aspects of student responses. Many students had poor fluency but made
adequate responses and the opposite was also true. Those scoring the
speaking tests were able to distinguish a greater range of fluency for the
reading-aloud measure but the giving-opinion measure was more closely
related to the adequacy assessments made. Fluency was also more closely

related to adequacy for the 10-year-old students.
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The task of rcading aloud was assessed for adequacy by the number of
errors made and by the literal comprehecnsion of what was read. By either
measure at least approximately 90 per cent of students were successful. It
would seem that this high proportion of students is able to read aloud
accurately while comprehending what they read, at least to the level of

difficulty demanded in the speaking t sts.

Student performances on two of t = speaking tasks were assessed in
greater detail. The tasks concerned were describing objects by referring
to detail and telling a story, both of which were common to the tests at both
age levels. Small groups of students selected as being very 'high' eor very
'low' scorers on the Word Knowledge Test were used in these analyses. The
high group students at both age levels produced more words and spoke more
fluently than the low group students. They contracted words when necessary
and used fewer non-words and pauses. Their pauses were also shorter and were
used productively as evidenced by what followed a pause. The high group
students were abie to reduce the number of mazes they produced and the
number of words in each maze, at the same time as they decreased the
number of communication units but increased the number of words in each
unit. The mean number of words in each communication unit was lower for
low grcgp students yet the proportion of mazes was much higher. 1In general,
the high group students said more and did it more efficiently than the low

group students.

Both the high and low groups of students found it more difficult to
produce functional language as required when describing an object than the
expressive language required in telling a story. It was probable that the
10-year-old students in particular were less familiar with the task of
using language for description than with using language for more imaginative
purposes. Primary teachers had rated functional language tasks as important
but not essential, whereas secondary teachers had rated such tasks as

-

essential.

Comparisons Between Task Performances

It was fourd that success on the listening task of comprehending words and
simple statements did seem to be necessary for success on more complex
listening tasks by 10-year-old students. However it was also found that,
for speaking, the presumed pre-requisite task of repeating an idea did not
seem to be necessary for the task of making critical judgements. of the same

idea.
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When performances of individual students on apparently similar listen-
ing tasks, similar speaking tasks and similar listening and speaking tasks
were considered it was found that there were no significant relationships

between the tasks. The same was true of apparently dissimilar tasks.
It would seem that the different contexts and the discrete nature of the

abilities possessed by individual students combined to eliminate relation-
ships that might be anticipated between student performance on listening

and speaking tasks.

1t had been thought that speaking test performance could be in-
fluenced by the relationship between the test administrator and the student,
and by the degree of confidence displayed by the student. The adminis-
tration of the speaking test by a person who was not known to a student did
not adversély affect the performance of the student when compared with
other students who had the test administered to them by a teacher at the
school. However student confidence as perceived by the test administrator
was found to be closely related to performance on various tasks. Fewer
students who lacked confidence to some degree were successful when compared

with students who were generally confident.

The Performances of Specific Student Groups

Many of the identified groups o students performed differently on the
various listening and speaking tasks assessed. For example when the sex

of students was considered, male students frequently performed better than
female students, particularly for listening at the 10-year-old level, while
the reverse was true for many speaking tasks. Similarly when the metro-
politan and non-metropolitan locations of students were considered, metro-
politan students of both ages had the higher performance for speaking while

non-metropolitan students were better at listening but only at the 1l0-year-
old level.

There were somewhat more consistent relationships between student
performance and other variables such as type of school attended and languages
spoken in the home. For listening, students attending Independent schools
consistently had the highest level of performance and students attending
Government schools had the lowest level. However for speaking the relation-
ship, although generally in the same direction, was much weaker and less
consistent. Differences between students according to the.languages spoken
at home were also less for speaking than for listening but were also

consistent. Those from homes where only English was spoken had the highest
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level of performance generally and werc¢ frequently joined for different
sub-tests either by th- English plus a North European or English plus an

other language group.

The most important of the school variables were whether teachers
perceived a listening or a speaking problem with individual students,
school size and the average length of time teachers had spent at the school.
Other important school variables were school use of a tape or cassette
recorder and school use of radio. School size was4perhaps the most
:ryortant variable overall for listening and speaking at both age levels

but its relationship with performance was not consistent.

Of the personal and home variables for which data were collected the

‘ most important for listening and for speaking appeared to be place by size
of family, but again the relationship with performance was inconsistent.
Other particularly important variables were father's and family occupations
and (as already discussed) family languages or languages spoken in the home.
There were a number of other variables which were important for either
listening or spcaking at one but not at both age levels. These included
age of student, sex, location and school type (already dizcu=sed), and
family size. Othzr variables were less important for performance in

listening or speaking at both age levels.

Implications of the Results

The provision of information that appears in this Report is considered

to be an essential stage in a fuller understanding of the place of oracy

in schools. The general indication of the levels of student performance
provided on the various listening and speaking tasks assessed is also
important as background when the performances of specific groups or of
individual students are considered. The recording of generalised inform-
ation of the relationship between performance and many of the huge-

range of school, personal and home background factors which impinge on
achievement is also helpful in drawing attention to important relationships
which aftect learning. However necessary, the analyses of student perform-
ance in listening and speaking and of important factors for achievement
reached in this report is insufficient for detailed programs to be planned
either for school curricula in oracy or for individual students' oral
language development. In particular a much closer examination, based on
empirical evidence, of the apparent confounding of ability and context and

the importance of boti for individual student performance is clearly
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needed. The type of information required for such an examination could
probably only be provided by detailed case studies of individual school
programs or individual students. Case studies of individual students would
also be helpful in unravelling some of the complex relationships found to
exist in this study between packground factors and student performance.

For example, the combination of family size and a student's place in that
family wns fourd to be very important for performance in listening and
speaking but the relationships were inconsistent suggesting that insuff-
icient information about family structure had been collected. Spacing of
children in a family as well as family size and place in family may well be
important for students' oral language development. In this study teachers
were simply asked whether each student received remedial help in listening
or speaking. In a case study situation it would also be possible to obtain
for the small numbers of students involved information on the nature”of
additional assistance they received before analysing their test results.
Teacher perceptions of student problems in these areas could be probed to
determine how they made judgements of student needs. The relationships
between literacy and oracy development for individual students could also
be investigated in a case study situation and for larger groups in a survey
testing situation involving assessments in reading, writing, listening and

speaking.

Of course not all teachers accept the notion of language development
based on specific abilities which is fundamental to this study of student
performance in listening and speaking. However for the many who do work
specifically towards developing students' oral language abilities in a
range of contexts, either explicitly or implicitly, it was intended that
this project would be a source of ideas for oral language eXperiences and
assessments. The curriculum information contained in Section A of this
report, the information on teacher practices and priorities in Section B,
and the levels of student performance on specific tasks reported in
Section C could be used in this way by teachers. Clearly there is a vast
need for advice and materials to assist teachers in planning and implement-

ing oral language programs.

Finally it should be re-iterated that it is not claimed that the
development of specific oral language abilities is the only way in which
school programs in this area could proceed, but that this is one way which
is currently being used in schools. Neither is it claimed that all the

important listening and speaking abilities have been identified and
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assessed in the course of this project. What is claimed is that the
abilities identified and assessed are important for students' oral language
development and that the tasks used to assess these abilities are '
appropriate and realistic measures of the abilities. It is respectfully
suggested that teachers interested in students' oral 1qgguage development
should consider the classification of abilities used, the nature of the
range of tasks assessed, and the results obtained by students to decide

for themselves whether they should include such practices in their

language programs. I[f this were done the inclusion of oracy in schooil

curricula would at least receive the consideration it merits.
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